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Abstract
This Organizational Improvement Plan (OIP) explores how professional learning can impact the
modernization of practice and culture in Sunnybrook High School (SHS, a pseudonym), a small
urban high school in Saskatchewan. The Problem of Practice (PoP) highlights the gaps between
SHS’s common practice, the predominantly used factory model of education, and the desired
practice, a 21st century model of education. Teacher isolation is found to be the determinant
factor hindering innovation within SHS and solutions to address the PoP focus on ending this
practice to increase effective professional learning through collaboration. Using social
constructivism as the foundational theory, the conceptual framework used in this OIP connects
the practices of building inclusive 21st century educational capacity and the cultivation of a
supportive learning environment. Applying a continuous learning philosophy and Kotter’s Eight
Step Process, SHS teachers will engage in teacher-centered collaborative professional learning
communities, as innovation and student success are bred through collective efficacy. The
solution posed will be monitored through a series of Plan, Do, Study, Act (PDSA) cycles that
will take place over several school years. The OIP in its entirety is led by a leadership framework
consisting of innovative, compassionate, and teacher leadership. This leadership framework will
inspire, support, and empower SHS educators while attending to challenges such as teacher and
leadership resistance.
Keywords: 21st century education, innovation, teacher isolation, Kotter’s Eight Step
Process, PDSA
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Executive Summary
Education, as many schools in Saskatchewan know it, was created for a world that is
vastly unrecognizable to us in the 21st century. One hundred years ago, school was a place for
children to learn basic skills, compliance, and discipline in order to be efficient factory workers
(Leland & Kasten, 2002; Jerald, 2009; Rios et al., 2020). Today, students are in need of an
education that does not promote the same values and realities as were once necessary. For over
20 years, educational scholars have been discussing the importance of education to recognize the
ever-changing and fast-evolving world of technology, globalization, and diversity (Leland &
Kasten, 2002; Jerald, 2009; Rios et al., 2020, O’Brien & Howard, 2020). This Organizational
Improvement Plan (OIP) attempts to close this gap through the ongoing support of Saskatchewan
teachers during the alignment of their educational practice to a 21st century model of education
through the use of innovative professional learning structures and collaboration.
Chapter 1 contextualizes the Problem of Practice (PoP) within Sunnybrook High School
(SHS, a pseudonym), a small, urban, traditionally-minded high school in Saskatchewan that
predominately values a factory model of education over modern 21st century practices. The
current organization is detailed to be hierarchical in nature with a favour for Laissez Fair
leadership. An historical overview and PESTE analysis attempt to address the reasons SHS has
not modernized its educational practices, leading to conclusions such as financial restraints,
isolation, and a lack of successful professional learning structures. Questions to guide the change
process and a gap analysis aree then conducted to inform the leadership vision for change within
SHS. The chapter ends with an in-depth diagnosis of SHS’s organizational readiness.
Social constructivism (Adams, 2006; Knapp, 2019) acts as a foundation for a conceptual
framework that brings together collective capacity and culture building as the two essential
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aspects that will support the outlined Problem of Practice (PoP). Theories and frameworks that
support this conceptual framework are the Social Support Theory (SST; Lakey & Cohen, 2000;
Heaney & Israel, 2008), the 3C Grassroot Led Model (GLD; Ibrahim, 2017), and a 21st century
educational model consisting of Kereliuk et al.’s (2013) Meta Knowledge Domain, Quinn et al.’s
(2018) Deep Learning competencies, and a commitment to Truth and Reconciliation (NCTR,
2022). This chapter outlines the leadership framework, consisting of innovative, compassionate,
and teacher leadership, that will support the solution of this OIP.
Chapter 2 details what changes can be implemented and how each leadership approach
can uniquely support the proposed change. A comparison of Lewin’s 3 Stage Model (Burnes,
2019), Deszca et al.’s Change Plan Model (Deszca et al., 2020); and Kotter’s Eight Step Process
(ESP; Kotter, 1995) was conducted to find the most appropriate change framework for the PoP
and its context. A modified version of Kotter’s (2014) ESP framework, with the addition of a
Continuous Improvement philosophy (Singh & Singh, 2019) and Ibrahim’s (2017) GLD, is
chosen. After a similar comparison of diagnostic models, Nadler and Tushman’s Congruence
Model (Deszca et al., 2020) found teacher isolation to be at the root of this PoP.
Following the decisions listed above, three solutions are posed as options to address the
PoP. Innovative networking, innovative professional learning (IPL) and the adoption of O’Brien
and Howard’s (2020) Living Schools, and the creation of a district level Innovative Consultant
all proved to be viable possibilities, with IPL and the adoption of O’Brien & Howard’s Living
Schools being the chosen solution.
Chapter 2 concludes with ethical and moral considerations when leading change and
equality. Starratt (2005) provides an ethical framework that is considered while addressing the
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importance of honouring decolonization and the emotional toll all educators will feel when doing
this work.
Chapter 3 reveals the change implementation process through the application of four
major change phases that align with Kotter’s (2014) ESP. Saskatchewan Ministry of Education’s
expectations (SMoE & Duncan, 2021), the commitment to Truth and Reconciliation (NCTR,
2022), and a frank consideration for SHS students’ futures provide the necessary urgency for
change. A guiding coalition, the Innovative Learning Team (ILT), consisting of SHS educators
and school leadership will lead this change process. Short, mid, and long-term goals are provided
to plan and track the implementation process.
Following implementation plans, the PDSA (The Deming Institute, 2022; Pietrzak &
Paloszkiewicz, 2015) monitoring and evaluating framework is introduced. The ILT will monitor
the change plan using qualitative and quantitative data collection methods using Reflexive
Comparison (James et al., 2017). The change plan will consist of four PDSA cycles in as many
school years with the goal of embedding a 21st century model of education into SHS’s culture.
Communication between the ILT and other stakeholder groups will be mindful of
Indigenous audiences and incorporate innovative, symmetrical, and compassionate
communication methods. The techniques used to further this communication are detailed in a
Knowledge Mobilization plan that considers three stakeholder groups: SHS leadership, SHS
teachers, and SHS students.
Finally, the next steps are shared with the hopes this OIP will spread to other schools
within HSD, using SHS as a pilot school, and eventually, the Innovative Consultant option can
be implemented. What follows is a narrative epilogue that gives readers of this OIP a deeper
understanding of the foundational beliefs and initial reasons the writer embarked on this journey.
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Chapter 1: Context and Problem
John Dewey, educational philosopher and innovator, once famously said, “if we teach
today’s students as we taught them yesterday, we rob them of their future” (Dewey cited in
Shrivastava, 2012). This quote sets the stage for this Organizational Improvement Plan (OIP) and
the belief in this message is its foundation. This OIP seeks to support teachers of Sunnybrook
High School (SHS, a pseudonym) in the alignment of their educational practices with a 21st
century model of education to ensure SHS students graduate with the necessary 21st century
competencies their national counterparts receive. The failure to close this gap between the
current and desired organizational state institutionally and educationally marginalizes the
students of SHS by the adherence to outdated and redundant educational models.
Chapter 1 addresses the current state of SHS by outlining organizational and leadership
frameworks in use at SHS, the existing predominate educational model, and the broader context
through the use of a PESTE analysis. Additionally, this chapter states the Problem of Practice
(PoP) at the core of this OIP, highlights the gaps between the current and desired organizational
state, defines a leadership vision for change, and predicts anticipated challenges of the change
plan.
Organizational Context
Sunnybrook High School (SHS) is a small public high school of approximately 500
students from grades 9 to 12. SHS is located in Hazelwood (a pseudonym), a midsized urban city
in Saskatchewan, Canada. SHS is one of approximately 10 high schools that fall within the
jurisdiction of the Hazelwood School Division (HSD). HSD also operates approximately 50
elementary schools within the city of Hazelwood (Hazelwood School Division, 2021). Within
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SHS, there are roughly 35 teachers, a Vice Principal and Principal who administer and support
all subject areas outlined in the Saskatchewan Curriculum (SMoE, 2021).
Organizational Leadership Framework
Managerial leadership is the most common style in traditional hierarchical bureaucratic
organizations (Macarie, 2007; Wang, 2010). The managerial leadership model seen at SHS is
hierarchical in nature where principals and vice principals tend to take on the role of building
manager where they prioritize day to day tasks, building operations, problem solving, and
maintenance of the status quo (Macarie, 2007; Wang, 2010). Specifically, the current SHS Vice
Principal and Principal tend to lean toward a Laissez Faire leadership style. This style is
predominately categorized as a passive leadership style (Robert & Vandenberghe, 2021) and
takes a hands-off approach with organizational members (Hinkin & Schriesheim, 2008). Leaders
who adopt this approach typically trust their employees to be creative, resourceful, and
autonomous without their support or guidance (Western Governors University, 2020). This
analysis does not conclude a moral stance on this leadership style as it elicits both positive and
negative feelings from various members of SHS. There are many possible reasons leaders of
SHS have chosen this leadership style including personality types, workload, and prior
experience with leadership.
Organizational Theoretical Framework
HSD is a bureaucratic, mechanistic, hierarchical structure constructed with Geographic
Functional elements, where those in leadership roles, such as superintendents, are not only
specialized in specific areas, but also responsible for particular schools within various areas of
the city (Macarie, 2007; Wang, 2010; Sunnybrook High School, 2021). This vertical
organizational framework allows for a tight hierarchical structure where employees have specific
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duties and those who are higher in the framework have oversight and supervisory responsibilities
over those under them. In addition to this framework, decisions and general management of the
organization is centralized at a head office (Black et al., 2019), which is located in Hazelwood.
SHS’s organizational framework reflects the hierarchy seen in all other high schools in
Hazelwood, seen in Figure 1. Teachers do not typically report to Learning Leaders, but as a part
of the school-based Leadership Team, they are integral to the decision-making process.
Figure 1
Sunnybrook High School Hierarchical Structure

Note. This figure shows the hierarchy of leadership at Sunnybrook High School.
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Current Educational Model
Many provinces in Canada, such as Ontario (Government of Ontario, 2016) and Alberta
(Alberta Education, 2016), have been working for years to innovate their educational practices.
Ontario and Alberta have been chosen as examples of Canadian provinces to compare
Saskatchewan to as they offer public 21st century learning resources and provide diverse context.
In contrast to the promoted practices in these provinces, it is the norm for teachers within SHS to
subscribe to an antiquated factory model of education (FME). The FME, sometimes referred to
as instructionalism or the transmission and acquisition model of schooling (Sawyer, 2008), was
designed based on factories to prepare students to work in factories. This model is prevalent in
most school boards in Saskatchewan yet does not meet the needs of the majority of our students,
from our most marginalized to our most academically successful.
Factory Model of Education. Saskatchewan school systems were developed in the 19th
century and were designed to treat the student as a product (Serafini, 2002) while preparing them
to work effectively in factories (Sawyer, 2008). Schools were a place to even the playing field
while teaching all students to a common equal standard (Leland & Kasten, 2002). This standard
emphasized compliance, punctuality, cleanliness, discipline, reliability, and the maintenance of
the status quo (Serafini, 2002; Rios et al., 2020), as well as the 3 “Rs: Reading, wRiting, and
aRithmetic” (May, 2011). While these were the standards taught, there was no scientific
understanding of how people learned, which resulted in our traditional understanding of
education being based on nothing but “common-sense assumptions” (Sawyer, 2008, p. 46).
The factory modeled schools were constructed with superintendents, outlined hierarchies,
divisions of labour, and intensive professional supervision. Also, around this time, schools
introduced the departmentalisation of classes and consistent room use, precise subject time with
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the use of a bell system, and the organization of students by age (Leland & Kasten, 2002). In the
words of educator and writer Daniel Pennac,
School is a factory, and we need to know which workers are up to snuff…The teachers in
charge are the floor bosses, so don’t expect them to praise the virtues of free intellectual
development when everything, absolutely everything in the school setting – the classes,
grades, exams, scales, levels, orientations, streams – enforces the competitive nature of
the institution… (Pennac, 1994, as cited in Serafini, 2002, p. 67).
As evident in Pennac’s words (Serafini, 2002), this model of education encourages
isolation over collaboration, competition over teamwork, and basic skill learning over lifelong
learning. This model of education is not only detrimental to how students learn, but often dictates
the working environments of teachers. In an FME, teachers regularly see themselves working in
an Egg Crate model (Rud, 1993; Spencer Foundation & Public Agenda, 2017; Gaikwad &
Brantly, 1992), where they are isolated from other professionals in the building. This isolation
allows for the outdated practices seen in factory classrooms to continue (Vangriken et al., 2015;
Paxton & Van Stralen, 2015; Fairman & Mackenzie, 2012; Mooenaar et al., 2011),
While this model of education is not promoted in HSD policy, nor encouraged by the
teachers’ union or Ministry, there have not been wide-spread initiatives, visions, or structures put
into place where the reimagining of teaching and learning in favour of a 21st century model of
education is supported.

Teacher-Centered Learning Environments. Teacher-centered learning is a strongly
held teaching model seen in a factory modeled school and in SHS itself (Freire et al., 2020;
Muganda & Ssenkusa, 2019; Serin, 2018). This approach to learning is rooted in John B.
Watson’s Behaviourist learning theory (Brown, 2003). Behaviourism believes learning is
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observable through testing and measurable success where students are given information from
their teacher and asked to demonstrate it correctly (Nagowah & Nagowah, 2009; Serin, 2018).
This learning theory posits learning happens when teachers administer a knowledge transfer to
students who absorb and demonstrate said knowledge. This teacher-directed approach to
learning, often through direct instruction, places a standardized understanding of student
achievement as the predominate goal of the teacher at the expense of relationships and other
student needs. The teacher-centered approach supports the practice where all students passively
learn the same content, in the same way, at the behest of their teacher (Brown, 2003; Muganda &
Ssenkusa, 2019; Serin, 2018). When this model is prevalent in the classroom, as it is in many
SHS classrooms, students typically use one percent of class time practicing higher level thinking
(Brown, 2003). The sole use of this “utilitarian approach” favours assimilation, standardization,
and the adherence to a societal status quo (Brown, 2003). Scientists who study learning sciences
have proven this method of teaching does not stand up to scientific scrutiny, therefore does not
encourage deep learning (Bransford et al., 2004; Sawyer, 2008; Quinn et al., 2018). Not only
does this method of teaching not promote deep learning, Paulo Freire, the founder of the studentcentered approach to learning, suggested traditional teacher-centered learning environments
promote oppression by taking voice away from learners (Freire et al., 2020; Muganda &
Ssenkusa, 2019).

Teacher-centered learning environments are not only congruent to an FME, but with
colonized education. Decolonization within education and beyond is a vital part of reconciliation
as outlined by the Truth and Reconciliation Commission of Canada (TRC; NCTR, 2020). By
continuing to educate students in this colonized factory model, SHS is not only dishonouring the
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important work of the TRC, but it allows for the continued marginalization and ongoing personal
harm to Saskatchewan’s Indigenous students.

While this education model and a teacher-centered learning environment are not
encouraged at any level of HSD, the appropriate structures and supports within SHS have never
been implemented to foster the necessary innovation that is demonstrably needed for the future
success of SHS students. Teachers at SHS tend to prioritize accountability, compliance, and
back-to-basic learning, which solidify a culture that continues to value this factory model of
education.
Organizational History
It is imperative to analyze the history of Saskatchewan schools in order to better
understand the context of this Problem of Practice (PoP), where the organizational frameworks
originate, and possible additional explanations for why modernization is slow in comparison to
other education systems around the country.
History of Saskatchewan Schools
School boards in Saskatchewan got their start in the late 1800’s when the first four school
districts, including HSD, were formed. During Saskatchewan’s confederacy in 1905, schools
established fundamentals that included provincial education responsibility, elected trustees,
education taxes, a central and hierarchical governance structure, and a standardized provincial
curriculum. The goal of education at that time was to develop a local workforce, as well as a
British culture among Canadians (Horsman, 2006). During this time, and spanning into the
1990’s, Saskatchewan actively operated and maintained Residential Schools for Indigenous
children to attend. The distal goal of these schools were to participate in extreme assimilation
though the removal from their culture and families. Both styles of school operated to mould
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students into members of society that were ideal in the eyes of the colonized and newly formed
Canada.
Moving forward into the 1980’s, Residential Schools finally began to close and many of
these students started attending public schools. At that time, the Saskatchewan School Board
Association (SSBA) observed that Indigenous students were struggling to realize academic
success in the same way as their non-Indigenous counterparts. In response to this, the
Saskatchewan Teachers’ Federation (STF), in partnership with other educational agencies,
formed curriculum and teacher education programs with an Indigenous focus, which resulted in
little impact (Melvin, 2006). In addition to this, the Minister of Education at the time reviewed
the provincial curriculum and opted for a Core Curriculum that focused on resource-based
lessons with units for teachers to use in the classroom and as a professional development tool
(Melvin, 2006; SMoE, 2021). This curriculum also included required areas of study, common
essential learnings, locally developed courses, and suggestions for differentiation (SMoE, 2021).
While the creation and implementation of the Saskatchewan curriculum was overall successful,
there was a call for public schools to be more results-based with a stronger focus on student
achievement. This led to discussions and eventual implementation of small-scale provincial
standardized testing and a narrower focus on basic skills for measurable achievement scores
(Melvin, 2006), which is realized through a teacher-centered learning environment. Due to the
continued tension between a conservative minded government and the holistic liberal nature of
the curriculum, the use of teacher-centered learning is still being debated today (Yard, 2017),
resulting in this model of instructional design being persistently implemented in the high school
classroom.
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In the 1990’s, task forces were created to study the efficiency and effectiveness in
education, including the education of Indigenous students. Unfortunately, public school boards
fell onto hard times and as a result, budgets were slashed, boards were amalgamated, and
initiatives were ended. This prompted action from the STF which dealt, in part, with this
underfunding by advocating for in-school administrative led teacher professional development,
which provides the majority of professional learning today. As this shift was taking place, the
government also began to transfer financial responsibilities to school boards. This financial
burden led to fewer resources and heavier workloads for teachers (Melvin, 2006; Smol, 2009;
Froese-Germain, 2014; CBC News, 2019)
During the late 1990’s, the roles of Saskatchewan schools began to change. While
teachers were required to teach the Core Curriculum, they were also responsible for the
emotional, physical, and mental wellbeing of the students in their care. A joint symposium of
education and medical professionals agreed schools should provide a holistic approach to
learning that included the Core Curriculum, as well as fulfilling students’ basic needs like meal
programs in low income areas and daycares for young mothers. They believed schools should
function as though they are “community learning organizations” (Melvin, 2006, p. 74) with
youth and other professional services available. This change in education is still being realized in
schools today, with few schools adopting this model due to infrastructural and budgetary
barriers. This challenge was compounded by the responsibilities of schools to address a growing
range of student needs. In response to these issues, the President of the SSBA in 1999 was
quoted as saying, “the responsibilities placed on schools continue to grow without a plan or
vision, and without the financial and human support necessary to make them successful” (The
School Trustee, 1999, as cited in Melvin, 2006, p.104).

25
From the early 2000’s to present day, Hazelwood School Division has been managing the
same issues; the use of teacher-centered education, the marginalization and subsequent lack of
success of Indigenous students, the vision of a community supportive school system without the
necessary resources, and a lack of robust teacher professional development options.
Organizational Aspirations
To support the needs of students and guide Saskatchewan school boards’ Strategic Plans
for greater modern success, the Saskatchewan Minister of Education’s 2021/2022 Education Plan
(SMoE & Duncan, 2021) was developed, as seen in Figure 2.
Figure 2
Saskatchewan Ministry of Education 2021/2022 Education Plan (SMoE & Duncan, 2021)
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Note. This figure outlines the four priorities, or pillars, of the education plan created by the
Ministry of Education for the 2021/2022 school year.
This plan prioritizes, as the first of four major pillars in the provincial education
framework, “skills and knowledge for future learning, life and participation in society” (SMoE &
Duncan, 2021, p. 3) through innovation and student-centered curriculum. HSD, and as a result,
SHS, has fully embraced this as one of the primary goals for the 2021/2022 school year
(Sunnybrook High School, 2021).
According to the work of Wane (2009), an FME, which is a colonized, Eurocentric model
of education, ignores the knowledge and values of the local and Indigenous populations and
therefore is a large reason why many students are not finding success in school. He suggests the
future of education is more inclusive and indigenized. SHS agrees on the importance of staff and
students’ journeys toward truth and reconciliation in every classroom and, while not an
Indigenous educational model, the proposed 21CME promotes for the indigenization of teaching
practices, as seen in Table 1.
Table 1
A comparison between 21st century education and Indigenous education’s capacities and
pedagogical characteristics.
21st Century Model of Education:

Indigenous Education:

Capacities and Pedagogical Characteristics

Capacities and Pedagogical Characteristic

Collaboration

Respect for others

Problem solving

Democratic decision making

Creativity and innovation

Long-Term perspective

Oral communication

Storytelling

27
21st Century Model of Education:

Indigenous Education:

Capacities and Pedagogical Characteristics

Capacities and Pedagogical Characteristic

Written communication

Land-based education

Critical thinking

Connectedness and collaboration

Student-centered learning

Hands-on, student Centered Learning

Active learning

Holistic

Inquiry/problem-based learning

Life-long learning

Community involvement

Teacher as guide

Holistic

Community involvement

Teacher as guide

Life relevance

Shared ownership and leadership

Active Learning

Life-long learning

(Munroe et al., 2013; Docherty-Skippen &

Life relevance

Woodford, 2017; Cajete, 2010; Lakehead

(Quinn et al. 2018)

Public Schools, 2019; Preatt et al., 2018)

The adoption and celebration of prioritizing a 21st century model of education through
innovation and student-centeredness within SHS is deeply congruent with the goals of this OIP.
Problem of Practice
Teachers in SHS, a mid-sized urban Saskatchewan public high school, lack the support
and professional learning structures necessary to reimagine teaching and learning, and transition
their practice from a Factory Model of Education (Leland & Kasten, 2002) to a 21st century
model of education (21CME), which combines competencies from Quinn et al.’s (2018) Deep
Learning Model and Kereluik et al.’s (2013) Meta Knowledge Domain (MKD) from their 21st
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Century Learning Framework. A culmination of these models is important for this context as the
21st Century Learning Framework (Kereluik et al., 2013) was created as a synthesis of all
available 21st century frameworks at the time of publication. Competencies from each knowledge
domain are steeped in the work of many educational scholars and organizations. The Deep
Learning Model (Quinn et al., 2018) echoes many of the MKD competencies seen in the 21st
Century Learning Framework (Kereluik et al., 2013), but add two additional competencies
neglected in the aforementioned framework. These competencies, Character and Citizenship, are
important for SHS students when considering their holistic learning and life journeys (Quinn et
al., 2018; Syarif & Ghani, 2017; Alberta Education, n.d; OMoE, 2008). These competencies are
necessary for all students to thrive in the 21st century workforce and beyond (Jerald, 2009; Rios
et al., 2020; Quinn et al., 2018). Additionally, a 21CME includes the call to engage in a journey
toward truth and reconciliation and the indigenization of spaces (NCTR, 2022; Wane, 2009).
This model reflects learning cultures, structures, and practices that allow for Indigenous students,
who Munroe et al. (2013) suggest are historically subjected to marginalization within traditional
school structures, to learn in an environment where their cultural values and norms are
represented and celebrated while preparing the entire student body for success in the 21st century
(Munroe et al., 2013; Quinn et al., 2018; Jerald, 2009; Rios et. al., 2020). This transition of
practice is not only necessary for the future success of our students but is our ethical and moral
obligation as Saskatchewan educators and as Treaty people (OTC, 2022).
As mentioned above, SHS Factory modeled instruction is a traditional, industrial era
model of education, rooted in behaviourism (Brown, 2003) and teacher-centered learning
approaches (Brown, 2003; Nagowah & Nagowah, 2009; Freire et al., 2020; Muganda &
Ssenkusa, 2019), that values compliance, punctuality, discipline, reliability, and the maintenance
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of the status quo (Rios et al., 2020). This educational focus is not rooted in learning science
(Sawyer, 2008) and is in stark contrast to the needs of students in the modern world (Jerald,
2009; May, 2011; Haryono et al., 2019; Quinn et al., 2018; O’Brien & Howard, 2020), as
employers regularly see recent graduates who do not possess the skillset required to succeed in
the workforce (Goodman et al., 2015; Hart Research Associates, 2015). Industrial modeled
workplaces are being replaced by businesses that require higher levels of complex thinking,
problem solving, and communication skills (Sawyer 2008; Jerald 2009; Haryono et al., 2019).
Due to automation, globalization, and digitization, basic labouring positions where simple
compliance, discipline, and upholding the status quo are no longer available for a large faction of
the population (Jerald, 2009; Haryono et al., 2019; Pei-Lang Tan et al., 2017). These jobs are
being replaced with positions in need of creative and innovative thinking, as the economy is
moving from an industrial economy to a knowledge economy (Pei-Ling Tan et al., 2017), or
sometimes referred to as a creative economy (Sawyer, 2008). The knowledge economy is a
product of the New Growth Theory that posits innovation (Haryono et al., 2019) and “knowledge
[drives economic] growth” (Cortright, 2001, p. 2). In addition to the knowledge economy,
marketplaces are becoming increasingly competitive. This competition generates workplace
opportunities that are fraught with complex challenges and profound risk (Haryono et al., 2019).
In a recent study by Rios et al. (2020) of 142,000 job advertisements, the top four skills that are
necessary to enter into the workforce and be promoted to higher positions are written
communication, oral communication, problem solving, and collaboration. The combination of
the skills needed in a knowledge economy and those necessary to enter the job market make up
Kereluik et al.’s (2013) MKD within their 21st Century Learning Framework: Written and oral
communication, collaboration, problem solving, critical thinking, innovation and creativity.
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While this domain is only one third of their framework, completed by Humanistic and
Foundational Knowledge, it focuses on the skills that are lacking in an FME and needed in the
21st century workplace (Jerald 2009; Rios et al., 2020). This OIP combines the MKD with the
competencies outlined in Quinn et al.’s (2018) Deep Learning Model: Character, citizenship,
communication, creativity, and critical thinking, as seen in Figure 3. The addition of character
and citizenship allow for the cultivation of graduates who have grit, perseverance, integrity,
compassion, empathy, and concern for their global community (Quinn et al., 2018; Syarif &
Ghani, 2017; Albert Education, n.d; OMoE, 2008). Deep Learning is a result of these skills being
incorporated into the learning process and pedagogy (Fullan et al., 2018). This Deep Learning is
no longer for the “privileged”, but “essential to one and all’s productive participation in local,
global, and virtual societies” (Pei-Ling Tan et al., 2017, p. 425) as graduates who “possess 21st
Century skills are sought out by employers” (Stehle & Peters-Burton, 2019, p. 2) . Provinces in
Canada are adopting 21st century models of education within their school systems with the goal
of their graduates thriving in our modern society.
The FME that is overwhelmingly commonplace in SHS is maintained through a
deficiency in effective instructional professional learning, which is currently lecture-based with
little direct impact on practice; a prevalent traditional understanding of education realized
through industrial era teaching and learning practices; and overall absence of learning culture
among staff, evident in the dread and subsequent dissatisfaction of professional learning and the
overall negative staff morale. This effect leads to the lack of confidence and capacity regarding a
21CME mentioned above. This lack of confidence and capacity indicate larger ineffective
professional learning and support in both structure and content, as the professional learning
structures in place are implemented ineffectively, standardized, and met with apathy at best and
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hostility at worst. Ineffective professional learning breeds a culture of stagnation among teachers
that does not allow for the necessary professional growth to occur, as organizations with
established learning cultures tend to be more successful when their members value professional
learning and embrace change (Banerjee et al., 2016). Continued teacher isolation in SHS builds a
foundation for this problem and must be addressed in order to cultivate innovation (Vangriken et
al., 2015; Paxton & Van Stralen, 2015; Fairman & Mackenzie, 2012; Mooenaar et al., 2011). In
addition to the internal challenges, there are many external reasons that allow this problem to
continue including consistent cuts in educational funding (Christianson, 2016), increased teacher
workload (Government of Saskatchewan et al., 2015), and a general resistance to change
(Terhart, 2013; Snider, 2017; Hamlaoui, 2021) .
My role as a teacher-leader, an HSD division-level Community of Practice facilitator,
and an STF provincial-level professional learning facilitator allow me the experience and
agency, in cooperation with senior leadership, to implement and support the necessary structures
to begin this reimagining and transition of practice. This work will be supported using a
leadership framework consisting of innovative (Ahmed, 1998; Lang et al., 2018; Mumford &
Licuanan, 2004) teacher (Cheung et al., 2018; Killion et al., 2016) and compassionate (Dobbs,
1993; Karakas & Sarigollo, 2013) leadership. This leadership framework will be referred to as
the Innovative and Compassionate Teacher Leadership Framework (ICTLF). This leadership
framework reflects many Indigenous leadership values, which are important when meeting the
needs of all students and staff members.
The resulting Problem of Practice seeks to address the systemic educational
marginalization (Pastore, 2012) of SHS students, in relation to their Canadian counterparts
(Government of Ontario, 2016; Alberta Education, 2016), as a result of the failure to prepare
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them for their futures (Haryono et al., 2019; Pie-Ling Tan, 2019; Stehle & Peters-Burton, 2019;
Jerald, 2009) through the investigation of methodologies and strategies that attempt to close the
gap between SHS’s current industrial era educational practices and the desired 21st century
educational practices.
Figure 3
21st Century Model of Education

Note. A visual representation of a 21CME created from Kereliuk et al.’s (2013) 21st Century
Learning Framework Domains: Foundational Knowledge, Meta Knowledge, and Humanistic
Knowledge, Quinn et al.’s (2018) additional competencies, and a commitment to Truth and
Reconciliation (NCTR, 2022). The areas highlighted in this OIP are light grey.
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Framing the Problem
This section will discuss the conceptual framework in use for this change plan, the
change plan’s guiding questions, and a PESTE analysis.
Conceptual Framework
Social constructivism (SC) is the belief that people learn through the co-construction of
knowledge through experiences and events. Learning in a SC classroom moves past black-andwhite thinking while focusing on processes that engage and empower learners (Adams, 2006;
Knapp, 2019) and is congruent to Indigenous ways of learning (Munroe et al., 2013). Through
this lens, this conceptual framework considers teacher collaboration and innovative professional
learning frameworks, two key aspects that when combined, create a theoretical and practical
foundation to prompt and support educators when aligning their practice with a 21CME.
Through capacity building around 21st century pedagogy, SHS teachers will focus their
attention on innovative, active, student-centered learning environments and the integration of the
21CME capacities outlined in Figure 3 (Overby, 2011; Bernad-Cavero & Llevot-Calvet, 2018;
Pardjono, 2016; Kereluik et al.’s, 2013; Fullan et al., 2018). Additionally, it is important teachers
make intentional and meaningful connections to Indigenous education and Indigenous Ways of
Knowing, as highlighted in Table 1, and integrate these connections in their classroom practice,
as access to a 21st century education means success for all SHS students. Teachers will learn,
plan, and support each other through the cultivation of learning communities where they will
collaboratively build a culture of learning and social support networks (Admiraal, 2019; Lakey &
Cohen, 2000; Heaney & Israel, 2008). This conceptual framework outlines how capacity
building and culture building will come together to support SHS educators to adjust their
epistemic beliefs (Lasry et al., 2014) and teaching practices to better meet the needs of 21st
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century students (Jerald, 2009; Hanyono et al., 2019) and support a consistent and inclusive
21CME for the students of SHS.

Figure 4
Conceptual Framework

Note. This figure shows the Conceptual Framework where Social Constructivist Theory
surrounds a Venn Diagram of capacity building and culture building, creating the necessary
skills and environment to implement a 21st Century Model of Education.
Social Support Theory
Social Support Theory (SST) is important to the change process as this theory outlines
how to create confidence and wellbeing within social structures (Lakey & Cohen, 2000; Wills &
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Ainette, 2012). In the context of this OIP, SST will inform how a supportive, meaningful culture
of learning will be formed to support SHS teachers in this pedagogical transition. This
environment will be created using social networks within the school. These social networks will
establish successful social integration and build social capital. Social support can be categorized
in four behaviours: Emotional Support, Instrumental Support, Informative Support, and
Appraisal Support. Emotional support is when members provide love and compassion to their
fellow members. Instrumental Support is given through tangible help to those who may be
struggling. Informational Support can be realized through advice, suggestions, or information
from their peer group. Appraisal Support is the constructive feedback and affirmation of
achievements given to one another (Heaney & Israel, 2008).
SST posits three models of social support considered in the solutions of this OIP: Social
Constructivist Perspective, where members co-create roles and identities that provide a feeling of
safety and support; Relationship Perspective, where positive and meaningful relationships allow
for feelings of support and wellbeing; and the Stress and Coping Perspective, where the
perceived and actual support provided mitigates feelings of stress and allows individuals to see
challenges through a more positive lens (Lakey & Cohen, 2000).
Guiding Questions
The Problem of Practice defined in this OIP raises three significant questions this change
plan must address and attempt to answer: (a) How can socially supportive collaborative networks
among SHS teachers build capacity around a 21st Century Model of Education and cultivate a
culture of learning?; (b) How can the change leader and change coalition implement significant
changes in professional learning structures while meeting minimal resistance from teachers?; and
(c) How will a 21st Century Model of Education and 21st century professional learning practices
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benefit all students and teachers and assist SHS’s forward movement along a path toward
indigenization and decolonization?
Question A: How can socially supportive collaborative networks among SHS teachers build
capacity around a 21st Century Model of Education and cultivate a culture of learning?
Much research has been done that supports the use of collaboration in school settings.
According to a research review of 82 studies conducted by Vangrieken et al. (2015), teacher
collaboration was responsible for benefits on the student, teacher, and school levels. Students
saw more success and an improved understanding of curricular outcomes. Teachers were more
able to innovate their practice, achieve goal attainment, attain higher teacher efficacy, increase
teacher learning and student-centered classroom learning, improve teacher morale and wellbeing
(Vangrieken et al., 2015; Heaney & Israel, 2008; Lakey & Cohen, 2000), and reduce teacher
isolation. On a school level, collaboration flattened the power structures, increased school-wide
student achievement goals, and provided a cultural shift towards equity and innovation
(Vangrieken et al., 2015). It is clear through this robust literature review (Vangrieken et al.,
2015), teacher collaboration has incredible potential to build capacity and establish a culture of
learning at SHS.
Question B: How can the change leader and change coalition implement significant changes
in professional learning structures while meeting minimal resistance from teachers?
SHS has a relatively low change readiness score that will be further explained in a later
section of Chapter 1. This low readiness score, a dedication to the status quo, and low staff
morale are some factors that could result in moderate to significant resistance when
implementing this change plan. Understanding this resistance to change is crucial to this and any
change initiative. The way change leaders react to change will impact members’ emotional and
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mental well being, job satisfaction, and the overall culture of the organization (Endrejat et al.,
2020; Hamlaoui, 2021). In order to transform resistance into change readiness, the change agent
must plan for and initiate an effective communication strategy. In a study conducted by Endrejat
et al. (2020), they found autonomy-supportive communication, reflective listening, and adhering
to the principles of Self Determination Theory are positively associated with positive responses
to change.
Mitigating and addressing resistance among teachers will be a priority during this change
process. Resistance is mitigated through effective communication strategies (Shaw, 2005; Frahm
& Brown, 2007; Marques Simoes & Esposito, 2014), which will be further detailed in Chapter 3.
According to Marques Simoes and Esposito (2014), change leaders should consider resistance as
a form of communication and treat it as such. Members of an organization may feel resistance
when they are deeply invested in the outcome and this piece of communication should be
investigated, as it could shed light on unaddressed or ill-considered variables (Marques Simoes
and Esposito, 2013; Ford et al., 2008). Communication strategies with symmetrical and bottom
up feedback will allow members of the organization to have their voices heard regarding the
various changes (Ophelia & Hidayat, 2020; Neill, 2018; Steyn, 2003). This practice will be
crucial to addressing the needs of SHS teachers who experience resistance, as the voices of these
teachers are critical when considering the success of this change plan.
Change leaders can mitigate resistance through authentic and genuine collaboration, dialogic
relationships, empathy, and a commitment to addressing the needs of those who feel resistant
(Marques Simoes & Esposito, 2014; Dobbs, 1993; Karakas & Sarigollo, 2013).
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Question C: How will a 21st Century Model of Education and 21st century professional
learning practices benefit all students and teachers and assist SHS’s forward movement along
a path toward indigenization and decolonization?
The concept of “Two-Eyed Seeing”, theorized by Mi’Kmaq Elder, Albert Marshall, is a
framework that takes strengths from Indigenous cultures and Western culture to create a
harmonious culture that works for all people in the 21st century. Many Indigenous scholars and
educational working groups (Munroe et al., 2013; Docherty-Skippen & Woodford, 2017; Cajete
& Pueblo, 2010; Lakehead Public Schools, 2019; Poitras Pratt et al., 2018) believe a 21CME and
Indigenous education and Indigenous Ways of Knowing complement one another. Guidance
given by Elders in a study from Lakehead Public Schools (2019) stated the 21st century
competencies encourage equality, voice, holistic learning, experiential learning, creativity,
problem solving, activism, and pride, among many others. These elements are all important to
honouring Indigenous values and moving toward reconciliation with Indigenous Nations within
schools (NCTR, 2022). While it is important to make these connections and draw parallels
between a 21CME and Indigenous education, it is also crucial to know they are not one and the
same but work in harmony with each other.
PESTE Analysis
A PESTE analysis allows the change leader to gain a deeper understanding of the
external environment of the organization (Sammut-Bonnici & Galea, 2015). This analysis
examines the broader context in which HSD and SHS exist.
Political
HSD is situated within a seemingly increasingly conservative provincial government
(Mandryk, 2021; Perez, 2022). Traditionally, conservativism is interested in stringent
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accountability and back-to-basic education in order to achieve high student test scores (Hassard,
2012). The curriculum for the province, however, is more holistic and liberal in nature (SMoE,
2021). While within the provincial curriculum documents there are a plethora of outcomes and
indicators intended as learning markers, the curriculum as a whole attempts to address more than
just basic skills; cultural worldviews, critical thinking skills, and inquiry-based learning are all
focused in the K-12 curriculum (SMoE, 2021). Additionally, the Ministry of Education has
provided Saskatchewan schools with 21st century learning directives (SMoE & Duncan, 2021).
The contrast of these ideologies regularly spark debate among parents, educators, and
government officials (Yard, 2017), slowing progress toward innovation. The creation and
subsequent implementation of this change plan will build collective capacity (O’Brien &
Howard, 2020; DeWitt, 2017; Bangs & Frost, 2012; Moolenaar et al., 2012) and confidence in an
educational model that would allow for the actualization of the holistic intentions behind the
current K-12 curriculum (SMoE, 2020) and the new Ministry of Education strategy (SMoE &
Duncan, 2021).
Economic
HSD is facing a major economic crisis, as the government has been systematically cutting
funding for many years (Melvin, 2006; Modjeski, 2018). This means there are fewer teachers,
fewer supports, fewer resources, and fewer opportunities for paid professional learning
(Bowman, 2021; Walden University, 2021). In addition to the decline of government funding,
this school board has seen an influx of immigrants and refugees with unique language and
learning needs (Braun, 2016). Lower budgets, fewer resources, and higher needs lead to negative
consequences within the education system including a reduction in student achievement (Walden
University, 2021).
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The educational economic crisis is impacting teachers’ daily lives with a heavier
workload, larger and more diverse classes, and less post-university training. With the addition of
COVID-19 costs, one would expect this funding crisis to carry on for years to come.
This is important when considering the effectiveness and cost of this intended change.
Learning, support, and change takes time and money. The reality is HSD may not have the
money and the teachers may not have the time. With this in mind, any change in professional
learning and support must be realistic and transformative in nature, replacing the ineffective
professional learning with a more effective version (Katz & Dack, 2013).
Social: Students
SHS students are predominantly city dwelling with various socioeconomic backgrounds.
The area the school is situated has an average household income of $120,000 CAD, with a
relatively low Indigenous population of approximately 5%. Approximately 15% of the residents
are considered immigrants or refugees, with the majority coming from various locations in Asia
(City of Hazelwood, 2019). While cultural backgrounds may be diverse, all students must be
prepared to live in modern society.
Social: Teachers
Staff members of SHS are also important to consider when analyzing the social dynamic
at play. SHS has approximately 35 teachers who reside in various areas of the city. These
teachers range in age from 20’s to 50’s with various levels of experience from interning student
teachers to those nearing retirement. With such a wide array of experience, teachers at SHS also
have various, sometimes polarizing, beliefs about how students learn and how teachers should
teach. Although there are opportunities for professional learning within the school, division, and
province, it is often seen as irrelevant to their practice or “just another thing to do” with no
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expectation for engagement or opportunity for critical reflection (Snyder, 2017). As in so many
education systems, this school board has seen many initiatives come and go, which has jaded
many teachers at SHS (Snyder, 2017). When considering solutions in this change plan, it is
important to address the negative emotions that stem from experiencing an unpleasant history
with professional learning.
Technical
As stated above, there is an educational economic crisis happening within Saskatchewan.
This means even though we are living in a technical age, schools do not always have reliable,
consistent access to technology. While HSD is slowly increasing the technology available to
students, the ratio is much less than 1:1. This indicates there is not technology available to every
student on a regular basis. In addition to the lack of technology, there are also policies that have
strict policing of the programs and websites teachers and students can use. When students do
have access to technology, there is often a process to go through to gain access to possible
programs teachers would like to use. Currently, access is rejected if the website or program
requires a student log in, citing privacy concerns (Privacy and Access in Saskatchewan Schools,
2021).
HSD also recognizes the issue with digital equity among families in Hazelwood. As in
any city, Hazelwood has economic diversity in all its neighbourhoods. To address this, HSD is
“committed to equitable opportunities for all students and aspires to close the digital divide as
much as possible” and is seeking to steadily increase technology in their schools (Hazelwood
School Division, 2022)
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Environmental: Hazelwood School Division’s Culture
While this section of PESTE deals with the actual environment and ecological aspects, it
is pertinent to discuss the school culture here. HSD’s values and beliefs are lacking congruence
from their actual organizational culture (Deszca et al., 2020). While the division states they are
open to and supportive of innovative researched-based teaching methods (Hazelwood School
Division, 2020), there is little follow through, as status quo is rewarded over risk-taking,
traditional over innovative, floating along the current over rocking the boat. Currently the
organizational culture is not one of innovation but holds interest to adhering to the status quo. It
is unknown the reasons for this cultural strong hold, but the intention of this OIP is to influence
the culture at HSD through the work of teachers and leaders at SHS.
Environmental: Sunnybrook High School’s Culture
When considering the culture of SHS, teachers generally have overwhelmingly negative
feelings when it comes to many areas of teaching, including a perceived increase in workload
and lack of support from leadership, and frustration toward professional learning practices.
While SHS teachers are dedicated and passionate about their students, these unpleasant feelings
have cultivated a culture of isolation (Vangriken et al., 2015; Paxton & Van Stralen, 2015;
Fairman & Mackenzie, 2012) and resistance (Shaw, 2005; Frahm & Brown, 2007; Marques
Simoes & Esposito, 2014), while experiencing general complacency regarding traditional
educational practices.
Leadership Position
As a teacher with a master’s degree in curriculum and instruction, a division-level
community of practice facilitator, and a provincial professional learning facilitator, I have the
agency to affect change within HSD, and more specifically SHS. As an experienced informal
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teacher leader, I have the advantage of being on the frontlines, which leads to a deep
understanding of what and how students are being taught within SHS. I also have insight to what
instructional and pedagogical methods excite and engage students. Due to this, I have the
capacity, agency, and trust to develop professional learning opportunities that reflect a 21CME
(Kereluik et al., 2013; Quinn et al., 2018; NTCR, 2022) and model the outcomes in my
classroom. As a strong social justice advocate, educator, and change leader, I am passionate
about ensuring students’ experience in school is safe, positive, and ensures their future success,
aspects that are not priorities within an FME. In addition to prioritizing a 21CME, I believe
innovation and a journey toward truth and reconciliation must go hand-in-hand in order to serve
the needs of all learners while working to become an ally and accomplice with Indigenous
communities (NCTR , 2022; Clemens, 2017). My positionality as teacher, teacher leader, and
professional learning facilitator allow me the skills and agency to develop professional learning
opportunities for teachers while modeling, mentoring, and supporting changes that address this
marginalization from the ground up (Ibrahim, 2017).
Innovative and Compassionate Teacher Leadership Framework (ICTLF)
In order to achieve this goal, a leadership framework consisting of innovative leadership,
teacher leadership, and compassionate leadership, as seen in Figure 5, will empower, educate,
and encourage teachers to take innovative risks in their classrooms (Ahmed, 1998; Lang et al.,
2018; Mumford & Licuanan, 2004) while supporting (Dobbs, 1993; Karakas & Sarigollo, 2013;
Ma & Marion, 2021) teachers through the difficulties both emotionally and professionally that
come with change (Burke, 2018). This leadership framework is not only appropriate for this
change plan, it is authentic to me as the change leader and anti-racist and anti-oppressive
educator. As a recognized and respected informal teacher leader myself, I always strive to take
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pedagogical and innovative risks and show empathy and compassion toward all, while also
supporting others to grow in these capacities. I am in a position at SHS where I can positively
influence my colleagues and leadership, help to create and support a learning culture, and aid in
the organization and planning of professional learning. The ICTL Framework is integral to this
work and is as essential to who I am as a change leader, as it is to this change plan.
Figure 5
Innovative and Compassionate Teacher Leadership Framework

Note: This figure is a visual representation of the leadership framework that will support this
OIP. This framework consists of innovative, compassionate, and teacher leadership.
Innovative Leadership
Innovative leaders are openly dedicated to lifelong learning while providing opportunities
within their organization for creativity and innovation to thrive. They lead with curiosity and
honesty while modeling open risk taking and creating environments where organizational
members are free to experiment, fail, and challenge the status quo without fear of punishment
(Ahmed, 1998; Couros, 2014; Lang et al., 2018; Mumford & Licuanan, 2004). These innovative
environments allow for flexibility and democratic decision making, utilizing non-hierarchical
structures. Innovative leaders provide members with challenging, but achievable tasks with an
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expectation that members will act and participate in the innovative community. Finally,
innovative leaders will openly and freely celebrate the achievements and accomplishments of
their members (Ahmed, 1998). Within this context and framework, these practices must be
modeled as this builds trust and a willingness to act (Ma & Marion, 2021).
Compassionate Leadership
Compassionate leadership is essential when inviting educators to evolve their practices
and learning beliefs. Experiencing change is experiencing loss and can be profoundly difficult.
Often this loss will create a sense of helplessness, anger, and resistance within the employees of
an organization. The resistance often comes in the form of a deep-seated desire to regain the
feeling of freedom and perceived order from time before the change took place. To embrace
change, people must surrender and let go of the past, experience confusion and uncertainty in the
light of change, and ultimately embrace a new beginning (Burke, 2018). Compassionate leaders
understand the deeply personal nature of change and the potential suffering that comes along
with it. These leaders recognize the pain of others and take action to help their followers cope
and thrive throughout the change process. These leaders create environments for their followers
that are open, honest, caring, and allow for mutual dignity and respect (Dobbs, 1993).
Compassionate leaders seek to understand and empower their followers. These leaders are
ethical decision makers, masters at forging connections and relationships, an inspiration to
others, and model innovation and courage, all while supporting the needs of those with whom
they work (Karakas & Sarigollo, 2013). In the context of this change plan, compassionate
leadership will be implemented to ease the stress and uncertainty that comes with large scale or
personal change. When used throughout the change process, compassion will help support the
wellbeing of SHS educators while creating a culture where social support can thrive. Social
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Support Theory (SST) (Lakey & Cohen, 2000) is a way compassionate leaders can cultivate a
climate that provides teachers collegial support during this pedagogical transition while
establishing and maintaining the necessary environment for positive and effective innovative
change. Through the creation of formal and informal social networks, leaders can establish
successful social integration and build social capital that will provide educators with ongoing
emotional, instrumental, informative, and appraisal support (Heaney & Israel, 2008). SST can
easily be implemented through the lens of compassionate leadership, as the wellbeing of teachers
is at the core of this model.
Teacher Leadership
Teacher leadership opposes the idea educators are “just teachers” (Cheung et al., 2018).
Rather, “is a powerful strategy to promote effective, collaborative teaching practices in schools
that lead to increased student achievement, improved decision making at the school and district
level, and create a dynamic teaching profession for the 21st century” (Teacher Leadership
Exploratory Commission, 2008, p. 3, as cited in Killion et al., 2006). These informal leaders will
embrace and encourage ongoing professional learning, critical reflection (Saric & Steh, 2017),
and effective democratic decision making at the school level, foster collaboration among
educators, model courage and risk taking within their own practice, and build a culture of
support, innovation, and learning that will support this change plan. Teachers are then given
meaningful opportunities to take responsibility for shared school values and the success to which
those values are realized.
Innovative and compassionate leaders have the qualities to create a culture that allows
teacher leadership to thrive. This culture must have trust among members, a commitment to
ongoing professional growth, a practice of recognition and celebrating successes, and the
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autonomy to take risks (Killion et al., 2016; Harris & Muijs, 2003; Ahmed, 1998). When this
culture is cultivated and teachers are empowered to lead, they become more emotionally and
psychologically connected to the success of school initiatives and less likely to react negatively
and engage in resistance (Burke, 2018). This practice can improve teacher practice, which is the
core of this change plan (Harris & Muijs, 2003). According to Harris and Muijs (2003), teacher
leadership increases teacher confidence and capacity to take pedagogical risks to improve
practice.
Leadership Focused Vision for Change
The vision for change is for all educators at SHS to engage in teacher leadership (Harris
& Muijs, 2003; Cheung et al., 2018; Killion et al., 2018) and actively participate in the transition
of their current practice from a traditional FME to a 21CME through the use of a professional
learning framework and an innovative, supportive culture. SHS teachers will also come to
understand a 21st century education cannot exist without incorporating decolonization values, in
practice and leadership, and requires ongoing support of all aspects of truth and reconciliation
(NCTR, 2022). As a result of these structures, this vision for change will see teachers who have
collective capacity and efficacy that allow for feelings of confidence and competence in aligning
their practice with a 21CME (O’Brien & Howard, 2020; DeWitt, 2017; Bangs & Frost, 2012;
Moolenaar et al., 2012). Table 2 outlines the desired state of SHS through the lens of five
perspectives, all imperative to a successful change outcome.
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Table 2
Vision for Change
Change

Vision for Change

Source

Common

SHS teachers will come to learn the

(Jerald, 2009;

Understanding

foundational knowledge of the changing 21st

Hanyono et al., 2019;

century world including the competencies that

Quinn et al., 2018;

are imperative for success, which will provide

Kereluik et al., 2013)

Perspective

greater context for learning and a sense of
urgency.
Learning Sciences

Teachers will be empowered to make well-

(Bransford et al., 2004;

and 21st Century

informed pedagogical decisions through a

Sawyer, 2008:

Practices

scientific, research-based, and theoretical

McLaughlin & Mitra,

understanding of how people learn, as well as

2002; Bernad-Cavero

an emerging capacity utilizing existing

& Llevot-Calvet, 2018;

innovative pedagogy and student-centered

Overby, 2011;

learning environments through collaborative

Pardjono, 2016; Serin,

professional learning.

2018)

The culture of SHS will be positively affected

(Lakey & Cohen,

by the cultivation and nurturing of a

2000; Heaney & Israel,

compassionate and critically reflective

2008)

SHS Culture

collegial social support network and a vibrant
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and collaborative professional learning
community.
Professional

This vision will see teachers regularly

(Sinay & Grinkinis,

Learning

collaborating and practicing new instructional

2018; Kereluik et al,

methods and strategies within their classrooms 2013; Quinn et al.,
while having tools to assess the growth of the

2018; Killion et al.,

21CME competencies. In newly established

2016).

learning communities, educators will learn,
plan, and reflect on the innovative practices
that were attempted in the classroom.
Professional learning discussions among
educators will become an integral part of the
teaching and learning process, building a
supportive and dynamic community of
teachers who feel capable and confident in
taking risks in their classrooms

The perspectives outlined in this vision for change will be further examined through a
detailed gap analysis that breaks down each perspective into a specific gap that must be
addressed within the solution of this OIP.
Gap Analysis
Currently, there are several gaps between the current reality of SHS and the vision for
SHS’s future. These gaps will be addressed throughout this OIP.
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Gap #1: Lack of a common understanding
A gap exists between the current and a common understanding of the need for a
modernized learning environment. There is currently no expectation of SHS teachers to stay up
to date with the growing need for higher level and complex skills and competencies that are
needed in the 21st century workplace, nor is there an urgency to dismantle the traditional
practices that are becoming increasingly irrelevant in our students' lives. Educators of SHS must
recognize their decision to continue to teach using an FME is gravely disserving students and
subsequently marginalizing them when compared to graduates across Canada (Haryono et al.,
2019; Pie-Ling Tan, 2019).
The desired outcome regarding this gap is that all teachers who educate at SHS become
aware of the holistic outcomes of their teaching practices and how these practices may or may
not contribute to the marginalization of their students (Wilson, 2006). In addition to critically
reflecting on their practice, teachers must also come to understand how to support a 21st century
education (Kereluik et al., 2013; Quinn et al., 2018; Haryono et al., 2019; Wilson, 2006; Sinay &
Grikinis, 2018).
Gap #2: Use of learning sciences
Currently, learning sciences are not being commonly used to inform teaching and
classroom practices (Bransford et al., 2004; Sawyer, 2008). The subsequent gap exists due to the
commonly held assumption that teaching style and pedagogy reflect teacher preferences rather
than research-informed practices (Sawyer, 2008). SHS does not provide opportunities to educate
teachers on the current cognitive learning sciences that inform best practices for 21st century
education.
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The desired outcome regarding this gap is that all teachers of SHS are given ongoing
professional learning opportunities to gain knowledge about leading scientific research
(Bransford et al., 2004; Sawyer, 2008) regarding the optimal practices, pedagogies, and learning
environments for deep, long-lasting learning. Additionally, through collaborative professional
learning, teachers will build collective capacity around the theories behind the 21st century
practices that support a 21CME (O’Brien & Howard, 2020; DeWitt, 2017; Bangs & Frost, 2012;
Moolenaar et al., 2012).
Gap #3: Ineffective Professional Development
A gap exists between the current models and focus of professional learning and the need
for continuous transformative professional learning (Evans et al., 2013). Currently, there are
three models of professional development (PD) being utilized at SHS. The first is mandated PD
that is administered occasionally throughout the year. The style of learning is often lecture-based
with little opportunity to practice or reflect. The content of this PD is assigned by the senior
leadership team at the board office and is generally standardized across HSD’s schools. The
second model of PD are division-wide blended learning options. The options given to teachers
are to participate in division wide Community of Practices that meet one afternoon twice per
school year; in-school PD, if offered; or independent PD. The infrequency and lack of
accountability regarding the blended learning options allows for teachers to disengage with
learning objectives between meetings. It is rumoured division-wide Communities of Practices are
being phased out with no word on their replacement. The third model of PD is voluntary and
offered through the STF. These single session opportunities are planned and facilitated by trained
members of the professional learning team, in which I am a part. These PD opportunities are
rooted in research-based best practice with a focus on adult learning frameworks. Due to the
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voluntary nature of this model, many teachers do not utilize these opportunities for professional
growth. The desired state will reimagine how professional development within SHS can
transform into ongoing, in-school professional learning.
Gap #4: Factory model of education
A gap exists between the current FME (Serefini, 2002; Sawyer 2008; Leland & Kasten,
2002) and the favoured 21CME (Kereluik et al., 2013; Quinn et al., 2018; Haryono et al., 2019;
Wilson, 2006; Sinay & Grikinis, 2018). The desired outcome will see all teachers of SHS
actively participate in a transition of practice, using the knowledge gained through professional
learning and a professional learning culture. Change leaders will emphasize an expectation to act
while understanding this transition can move at an individual pace (Ahmed, 1998; DiazMaggioli, 2004).
Gap #5: Culture of complacency
A gap exists between the current culture that encourages and celebrates the status quo
(Macarie, 2007; Wang, 2010) and the necessary innovative, supportive learning culture (Ahmed,
1998) needed for teachers to modernize their practices. Currently, the culture at SHS does not
support innovative change or encourage educators to stay current with research-based practices
or learning sciences. There is no expectation to earnestly participate in professional learning or
supportive meaningful professional learning conversations. The desired outcome will see
teachers confidently engaging in teacher leadership while participating in professional
conversations both in and outside of formal professional learning spaces. Teacher leadership will
aid to a culture of learning that will be evident through collegial social support through the
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creation of social networks (Cheung et al., 2018; Killion et al., 2016; Harris & Mujis, 2003;
Heaney & Israel, 2008; Lakey & Cohen, 2000).
Gap #6: Systemic educational marginalization in relation to national counterparts
A gap exists between SHS students’ lack of skills and competencies that marginalize
them by hindering their ability, through an inadequate modern education (Pastore, 2012), to be
viable competition for jobs and opportunities in our globalized economy (Jerald, 2009; Haryono,
2019) and the skills and competencies needed for SHS students to thrive in any life pursuit
(Wilson, 2006; Jared, 2009; Haryono, 2019, SMoE & Duncan, 2021). Saskatchewan’s Minister
of Education has called for teaching skills and knowledge that are congruent with a future
focused education that prepares young people for a successful and fruitful future. The desired
outcome is that graduates from SHS are able to meet the expectation set by the Ministry of
Education (SMoE & Duncan, 2021).
Change drivers
Change drivers are who and what drives change within an organization. This change plan
will consider who will be energized to engage in the change and what factors create a sense of
urgency for this change.
Who Will Drive Change?
The change drivers that are integral to the change process will be senior leadership within
HSD, SHS school leadership, and SHS teachers. Ibrahim’s (2017) Grassroots Led Development
model is an effective way to build collective capacity through three steps: Conscientization,
Conciliation and Collaboration, as seen in Figure 6.
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Figure 6
Dynamics of Grassroots Led Development

Note. This figure shows the three aspects of GLD: Conscientization, Conciliation, Collaboration,
adapted from Ibrahim (2017)
Conscientization, in the context of this change plan, will involve teachers' willingness to
actively engage in the leading, learning, practice, and reflection process. This process facilitates
taking risks in the classroom, reflecting on those risks, and ultimately incorporating new
practices and frameworks that contribute to a 21CME. This first phase relies on the members of
the organization who typically have the least amount of power to take initiative and action to
improve their situation (Ibrahim, 2017). The cultivation of teacher leadership is imperative for
the success of conscientization.
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The second phase of GLD is Conciliation (Ibrahim, 2017). This stage will see teachers
and teacher leaders come together, discuss, and reflect on the risks taken in their classrooms
while proving each other support through the inevitable difficulties of change (Burke, 2018).
This stage will also allow teachers to collectively decide what frameworks and strategies are
most effective within various contexts. It is in this stage change grows from the individual to the
wider community. At this level of GLD, teachers who are enthusiastic adopters will act as
facilitators and support systems for the individual teachers who may need that connection. They
will also facilitate and assist with effective critical reflection, as this is important to the learning
and change process (Saric & Steh, 2017).
The third phase of GLD is when change moves from the community to the organization
as a whole (Ibrahim, 2017). This stage will involve the senior and school leadership team who
will study the success of the change process and adopt the proposed change model for wider
distribution. A detailed plan on the Collaboration stage is outlined in Chapter 3. In addition to the
wide implementation of the proposed change model, the principal, vice principal, and
superintendent will have the opportunity to see the change plan in action and provide further
support or resources if they see fit.
What Will Drive Change?
As mentioned in the Organizational Aspirations section of Chapter 1, the Saskatchewan
Minister of Education recently published the 2021/2022 Education Plan (SMoE & Duncan,
2021) that essentially mandates the teaching of a future focused curriculum. This initiative
clearly provides direction for educational leaders and teachers within Saskatchewan regarding
the quality of education Saskatchewan students deserve. Without teaching the “skills and
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knowledge for future learning, life and participation in society” (SMoE & Duncan, 2021, p. 3),
schools are incontrovertibly not preparing students for their futures, which directly leads to
systemic educational marginalization of these students (Pastore, 2012). In order to end this
educational marginalization and promote Deep Learning (Quinn et al., 2018), teachers must learn
to teach for the 21CME competencies (Kereluik et al., 2013; Quinn et al., 2018) within their
practices (Kereluik et at., 2013; Haryono et al., 2019; Wilson, 2006; Sinay & Grikinis, 2018).
The FME does not allow for these future-focused skills to be taught and practiced in authentic
ways (Freire et al., 2020; Muganda & Ssenkusa, 2019; Serin, 2018). Therefore, the earnest
adoption and implementation of a 21CME (Kereluik et al., 2013; Quinn et al., 2018; NCTR,
2022) is essential to meeting the goals of the Ministry of Education (SMoE & Duncan, 2021), as
well as to fulfilling the moral and ethical duties teachers have to their students (STF, 2021).
Priorities for Change
For meaningful change to occur, this OIP must create a sense of urgency and prioritize
the cultivation of a supportive and innovative culture at SHS.
Create a Sense of Urgency
Change happens when the members of the organization feel change is necessary and an
urgent need to address it. Many change frameworks begin with a fundamental need to establish a
sense of urgency (Burke, 2018; Kotter, 1995; Deszca et al., 2020). Descza et al. (2020) outline
five ways to cultivate a feeling of urgency: shock treatment, awareness, transformational
leadership, shared vision and goals, and the utilization of data. As mentioned in the gap analysis,
this change plan must address the lack of awareness of the detrimental outcomes an FME have
on the future success of students. This awareness and the knowledge that continuing this factory
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modeled practice educationally marginalizes the very students’ teachers at SHS dedicate their
working lives to. This will provide teachers with a shock treatment, as every year they choose to
disengage with this fact, they fail to fulfil their ethical and professional duties as a 21st century
educator (STF, 2021). The creation of a shared vision will give educators at SHS inspiration and
encouragement to engage in the change process.
Changes in Culture
To achieve this change, a culture of innovation and learning must be established, and an
appropriate professional learning structure must be implemented and embraced. The three
aspects of culture are values, attitudes, and behaviours (Burke, 2018). The aspects seemingly
most linked to culture is values, but Burke (2018) warns one cannot change culture by trying to
change the culture. He states that influencing behaviour is the first step toward creating a culture
shift. Within the context of this OIP, it will be imperative to identify the behaviours that will best
allow for a culture of innovation, learning, and support to thrive. These behaviours will
encourage focused professional conversations among staff members or creating professional
learning structures that are engaging and meaningful. By participating in these activities, the
behaviours will eventually influence the attitudes and values of teachers, establishing a new
organizational culture.
Organizational Readiness
Readiness for change within an organization is determined on two levels: individual and
organizational. Individual readiness for change is when individual members of an organization
have self-efficacy, personal valence, commitment, and personal empowerment regarding the
change (Wang et al., 2020). In context, this readiness could include a dissatisfaction with the
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status quo, previous positive change initiatives, or a successful shared vision for change (Deszca
et al., 2020). Organizational change readiness is when the organization as a whole is open to
change. In order to achieve organizational readiness, organizations must have collective efficacy;
collective valence, or a clearly stated gap between the current state and the desired state;
organizational commitment in the form of participation, intention, and execution from
leadership; and a leadership style that embraces transformation (Wang et al., 2020). Individual
readiness and organizational readiness are both important to the degree and ease change can take
place. According to Wang et al.’s (2020) System Readiness for Change framework,
organizations can be in one of four quadrants when it comes to change readiness, as seen in
Figure 7. If individual readiness is low and organizational readiness is low, the organization is at
the Dysfunctional Stage. This stage suggests the organization is “non-readiness-oriented” (Wang
et al., 2020). If individual readiness is high and organizational readiness is low, the organization
is at an Emerging Stage, where the members of the organization feel change is necessary and are
ready to engage, but might face roadblocks when faced with leadership, structural issues, or
support. If individual readiness is low and organizational readiness is high, the organization is at
the Evolving State, where systems and leadership put into place support change, but members of
the organization are resistant to change. If individual readiness is high and organizational
readiness is high, the organization is at the Actualized Stage, where the sustainability of change
is possible and likely.
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Figure 7
Wang et al.’s (2020) Organizational Readiness Framework

Note. Conceptual framework of system readiness for change adapted from Wang et al.,
(2020). The star in the figure represents SHS’s perceived readiness.
In addition to Wang et al.’s readiness framework, Deszca et al. (2020) have a
questionnaire based on their eight dimensions of readiness. If all factors are satisfied, an
organization reaches a strong readiness for change. SHS’s readiness for change, using the eight
dimensions related to readiness, is seen in Appendix A.
When analysing SHS’s readiness through Descza et al.’s (2020) readiness scale, the
overall readiness score was -3. This readiness scale can return scores from -25 to +50, where the
higher the score, the more ready an organization is for change. SHS’s score is below 10, which
predicts the organization is not currently ready for change or it will be difficult to successfully
implement large scale change plans. Appendix A shows the breakdown of each of the eight
dimensions of readiness and SHS’s perceived level of achievement.
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Considering SHS’s low readiness score, one would assume this organization would be at
the Dysfunctional Stage (Wang et al., 2020); however, this may not be accurate after the
publication of Saskatchewan Ministry of Education’s new future focused initiative (SMoE &
Duncan, 2021), which could have a positive impact on the organizational readiness of SHS.
When analysing the Deszca et al.’s (2020) eight dimensions of readiness, one can surmise there
is an individual readiness score that is sufficient for change to take place. SHS has also been
working for the previous two years embarking on a truth and reconciliation journey. This journey
battled unreadiness in the beginning, however the resistance to this initiative is waning.
Readiness is predicted to be sufficient also due to this forward momentum and the connections
that are easily made to a 21CME.
Attributable to the grassroots nature of this change plan, teachers’ individual willingness
to embrace change and take on leadership responsibilities are important starting points (Harris &
Mujis, 2003; Ibrahim, 2017). Currently, SHS has many teachers who, despite having negative
feelings toward the current professional development structures, are interested in change
regarding their practice and several of those teachers would be classified as capable champions
(Deszca, et al., 2020). This change plan will capitalize on these champions by empowering them
to help build a strong culture of learning, support, and innovation. These champions will be the
early adopters to this change and become part of the overall solution.
Challenges
All change comes with challenges. It is important to identify the challenges that may
arise and plan for how to address them.
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Resistance Among Teachers
While a strength of SHS is their many enthusiastic and capable teaching staff, one barrier
to change will be to battle the stagnant culture and, as a result, teacher resistance to change. All
teachers, even those who are enthusiastic to change, will experience resistance to changes that
impact their life in the classroom. According to the Reactance Theory (Steindl et al., 2015;
Burke, 2018), when people are faced with the pressure to change, they tend to experience
reactance. Reactance is the feeling of resistance and the emotions that come with the impression
of freedoms being threatened. These reactions can be in the form of hostility, anger, aggression,
or through the devaluing of the proposed change (Steindl et al., 2015; Burke, 2018). Teachers are
no exception to the Reactance Theory. Resistance among teachers is also a reaction to the feeling
of limitation on their perceived freedoms. This reactance is often more powerful when change is
implemented by senior leadership or “outsiders” or when change feels forced or imposed on
them without consultation or tailoring to their actual needs (Terhart, 2013). While not all
teachers struggle with change, some are categorized as Disenchanted and Negative Focusers.
Disenchanted teachers are those who have experienced disheartenment and disappointment in
change initiatives in the past and have no interest in being let down again. Negative Focusers
actively work against change and undermine change initiatives (Snider, 2017). When
implementing this change plan, the use of compassionate leadership’s (Vitello-Ciccui, 2003)
strong, open, and ethical communication methods (Sharif & Scandura, 2014; Burns, 2009) and
the empowerment of teachers to lead where they stand (Harris & Muijs, 2003; Killion et al.,
2016; Cheung et al., 2018) will ideally mitigate some resistance. It is important to remember that
resistors do not always have adverse intentions when experiencing resistance, nor is resistance
always negative. Resistance often means members have a vested interest and deep emotional
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commitment to what is being changed (Pideri, 2000). With this in mind, the solutions proposed
must involve all educators, even the Disenchanted and Negative Focusers, in the planning
process (Burke, 2018; Cinite et al., 2009) to gain psychological commitment (Burke, 2018). This
commitment will “not only mitigate resistance, but also contribute to a more effective overall
change process” (Burke, 2018, p. 116).
Resistance Among Leadership
In addition to resistant teachers, the low readiness score suggests that there could be
resistance among senior or school leadership. The status quo has a strong hold on the way the
education system is run in Hazelwood and a tight hierarchical structure helps to hold the status
quo (Kezar, 2011). A challenge will be to gain support from higher levels of leadership as an
informal leader. These school leaders must allow for the empowerment of teacher leaders (Harris
& Mujis, 2003) as this is an important aspect of teacher leadership to thrive. The challenge lies in
the long history of organizational and leadership structures currently in place. These structures
must be reconsidered to promote distributed leadership (Harris & Mujis, 2003).
In order to gain the support of school leadership, this change must implement an ongoing
communication plan (Shaw, 2005) and make strong connections to Saskatchewan Ministry’s
2021/2022 education plan (SMoE & Duncan, 2021) and SHS’s Truth and Reconciliation
journey. In addition, through the use of an innovative (Ahmed, 1998; Couros, 2014; Lang et al.,
2018; Mumford & Licuanan, 2004), teacher (Cheung et al., 2018; Killion et al., 2016), and
compassionate (Dobbs, 1993; Karakas & Sarigollo, 2013; Vitello-Cicciu, 2003) leadership
framework, the development of a supportive and innovative culture (Ahmed, 1998), a strong,
agreed-upon vision for change (Fairfield-Sonn, 1993, Deszca et al., 2020; Burke, 2018), and a
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detailed plan on how to lead resistant stakeholders (Cinite et al., 2009), this change plan will be
embraced on both individual and organizational levels (Wang et al., 2020).
Chapter 1 Summary
SHS does not currently support the future learning of their students nor are there
structures in place to support the professional learning of teachers regarding a 21CME. Teachers
within this high school typically embrace a Factory Model of Education (FME), which is no
longer conducive to the future preparation of SHS students. Chapter 1 detailed the detriment of
an FME and the gaps that exist between this model and a 21CME within SHS. Through the use
of a conceptual framework made up of Social Constructivism and the bringing together of
culture and capacity, SHS will begin to experience the outlined vision for change.
Chapter 2: Leadership, Change Framework, Solutions
Chapter 2 addresses the frameworks and solutions that will bring about change within
SHS. This change is supported by the Innovative and Compassionate Teacher Leadership
Framework (ICTLF), which is detailed in this chapter. This leadership framework and the
conceptual framework detailed in Chapter 1 are woven into the proposed solutions, using a
modified version of Kotter’s Eight Step Process (Kotter, 1995) to lead to change.
Leadership Approaches to Change
While Chapter 1 discusses the leadership framework implemented in this change plan,
this section will go into greater detail regarding how each leadership approach will directly and
indirectly affect change throughout the process. The current organizational framework within
SHS is conducive to the adoption of the ICTLF, as, while SHS is hierarchical, the formal leaders
are often tied to managerial and operational duties and unable to prioritize other approaches or
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tasks (Macarie, 2007; Wang, 2010). The ICTLF empowers the teachers of SHS to take on
innovational leadership without the added burden of formal leadership through the cultivation of
teacher leadership and the adoption of Ibrahim’s (2017) 3C Grassroot Led Development Model.
While this framework is essential and foundational to this OIP, it does come with limitations.
Support from existing positional leaders is necessary and a delicate balance and agreement must
be agreed upon before ICTLF can be implemented fully. Innovation, compassion, and informal
leadership can look different to various stakeholders, so ongoing connection and support with
school leadership will ensure disagreements and power battles will not occur. When supported
and used effectively, each leadership approach to this change plan will allow all leaders, formal
and informal, to effectively implement the change plan for structural changes while prioritizing
the needs of SHS educators. The analysis of each leadership approach will provide change
leaders with a holistic path for teachers.
Innovative Leadership
Innovative leadership has an important role in organizational change in the 21st century.
Our society is changing, and it is not only our education system that must change with it, but it is
also our leadership too. York University’s Unleading (2021) initiative asks leaders to “undo and
unlearn” the common structures that come along with leadership, such as hierarchy, compliance,
silence, and fear. Unleading invites all to become leaders in the spaces we hold. Innovative
leadership shares these principles (Ahmed, 1998; Couros, 2014; Lang et al., 2018; Mumford &
Licuanan, 2004). This leadership model asks the change leader to rethink what leadership looks
like, what it sounds like, and who it is practiced by. In the 21st century, innovative leadership is
not a luxury provided to the few, but a necessity for all. Innovative leadership is
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essential to any organization [as it is important] to have a creative and innovative leader
to create bright future (sic) and deep change within the organization. In [the] complex
world of today, the demand of [an] innovative leader is really high” (Mubarak, 2014, p.
1404).
Innovative leaders foster innovation and are required for organizations to “survive and thrive”
(Ubaidillah et al., 2018, p. 1288) in the world today. Innovative leaders in education improve the
quality of education through the management and creation of creative teams, fostering of
dynamic collaboration, engaging in continuous coaching, empowering and rewarding of
teachers, modeling risk taking, and creating an urgency for a culture of innovation (Ubaidillah et
al., 2018; Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004).
It is argued that teacher isolation is the root cause for the lack of innovation seen in
education (Vangriken et al., 2015; Paxton & Van Stralen, 2015; Fairman & Mackenzie, 2012)
and is deeply connected to the outdated practices still in use at SHS. It is proven authentic
teacher collaboration has positive effects on teaching practices, pedagogy, curriculum, etc.,
directly resulting in student achievement (Ostovar-Nameghi & Sheikhahmadi, 2015; Vangriken
et al., 2015; Fairman & Mackenzie, 2012). Teacher collaboration breeds innovation, builds
collective efficacy and improves teacher practice, supports teachers emotionally and
professionally, develops a spirit of collegiality, flattens leadership structures, allows space for a
collective pursuit of social justice and decolonization (Slone, 2018; Wolf et al., 2017), and
creates an awareness of research-based educational practices (Vangriken et al., 2015;
McLaughlin & Mitra, 2002). Ultimately, teacher collaboration creates higher levels of student
learning, understanding, and overall success (Vangriken et al., 2015; Ostovar-Nameghi &
Sheikhahmadi, 2015; Katz et al., 2018; Donohoo & Katz, 2017). Innovative leadership promotes
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and fosters the necessary skills, as seen in Figure 8, that “help individuals and teams collaborate,
in order to deliver on a culture of innovation and creativity” (Paxton & Van Stralen, 2015, p. 15).
Collaboration is not simple and must go beyond working together in perfect harmony. Innovative
leaders support teachers’ engagement in healthy conflict through seeking differing opinions to
creatively participate in collective innovation (Paxton & Van Stralen, 2015). Innovative
leadership has tangible effects on the culture of schools and practice of teachers and is
categorized as “the best [leadership] style to manage and lead the change” in organizations
(Kitana, 2016, p. 106). This leadership approach will allow SHS teachers to feel supported
through their collaboration and innovation journey.
Figure 8
Innovative Leadership’s Impact on Teacher Collaboration

Note. This figure shows how innovative leadership leads to effective teacher collaboration
(Paxton & Van Stralen, 2015; York University, 2021)
Innovative Culture
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Innovative leaders promote and foster innovative cultures. These innovative cultures have
many characteristics, as seen in Appendix B. Within an innovative culture, teachers are more
likely to be creative when problem solving and idea generating, enthusiastic about change, able
to cultivate positive relationships among staff members, and foster harmony between leadership
and teachers (Ahmed, 1998, OECD, 2013 ; Lang et al., 2018; Mumford & Licuanan, 2004).
Innovative leadership creates environments where teachers are empowered to lead, experiment,
learn, and ultimately break free from the status quo (OECD, 2013) All outcomes of innovative
cultures are foundational to meaningful change towards a 21st century model of education.
Innovative Leadership in Practice
Innovative leadership is not utilized at SHS for many apparent reasons. As mentioned in
Chapter 1, SHS’s leadership embodies a Laissiz-Faire managerial style (Robert &
Vandenberghe, 2020), which stems from a bureaucratic and hierarchical organizational structure
(Macarie, 2007; Wang, 2010). Innovative leadership takes an emotional and professional
investment not all leaders can or are willing to give. It could be argued the reason this style of
leadership is so successful regarding change is it requires the leader to live, breathe, and deeply
believe in innovation. However, simply believing in innovation will not equate to meaningful
change; it requires leaders to model innovative behaviours to inspire others (Kitana, 2016).
When adopting this leadership model, the change leader must be sure they can rise to the
expectations of an innovative leader through their passion and behaviours and challenge the
traditional understanding of leadership though “rethinking leadership… in a more holistic,
strategic perspective and with a strong focus on the elements that shape and support innovative
21st century learning environments” (Dimmock et al., as cited in OECD, 2013, p. 12). This
challenge will include enthusiastically modelling and empowering teachers to creatively generate
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ideas that can be used to modernize their educational practice and actively support one another
during this time of collective risk taking. The innovative leader will model these changes and the
critical reflection process necessary to solidify learning (Saric & Steh, 2017). These ongoing
collaborative professional conversations, reflections, and learning opportunities will eventually
become commonplace, establishing a culture of collaborative learning and supportive risk taking
while growing from failures and celebrating successes.
Teacher Leadership
Teacher leadership is based on the concept of distributed leadership (Harris & Mujis,
2003) where principals and other formal leaders diffuse authority and responsibilities to teachers
(Cheung et al., 2018; Killion et al., 2006; Bond, 2014; Harris & Mujis, 2003). This leadership
style empowers teachers to become leaders within their schools without leaving the classroom.
Teacher leaders at SHS will collaboratively and continuously improve their classroom practice
through “[extending] and [deepening] their professional knowledge and skills,…[engaging] in
professional learning and improvement, and [building] expertise in preparation for making
instructional changes in their classroom” (Fairman & Mackenzie, 2012, p. 232). Overall, there
are several benefits SHS can reap through the adoptions of teacher leadership including
improving school and effectiveness and SHS’s classroom practices and culture (Harris & Mujis,
2003; Cheung et al., 2018; Killion et al., 2006; Bond, 2014). Mujis and Harris (2006) suggest
this leadership style supports educational change efforts that have direct impacts on student
achievement and success.
Teacher leadership leads to a focus on collaborative professional learning that leads to
stronger collective efficacy (DeWitt, 2017). Donohoo et al. (2018) state collective efficacy in
teachers is the number one factor that influences student achievement. Through enacting factors
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of teacher leadership, such as autonomy and meaningful opportunities to work together toward a
common goal, SHS will see an increase in collective capacity, collective confidence, proactivity,
job satisfaction, and motivation. These aspects directly address issues of teacher isolation,
burnout, negativity, and a lack of commitment (DeWitt, 2017).
Teacher leadership is a leadership approach that must be cultivated through various SHS
environmental factors that will be developed through innovative and compassionate leadership
approaches. The factors, as seen in Figure 9 and, in more detail, Appendix C, that impact the
ability of teachers to engage in this kind of leadership include a supportive culture, innovative
forms of professional learning, collective creativity, shared professional practice, and a system of
recognition and rewards (Muijs & Harris, 2006).
Figure 9
Fostering Teacher Leadership

Note. This figure shows the five aspects that successfully foster teacher leadership, adapted from
(Mujis & Harris, 2006).
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Compassionate Leadership
Compassionate leadership supports SHS teachers on a human level and has never been
more important as it is now in the 21st century and in the aftermath of the COVID 19 pandemic
(Lasater & Lasater, 2021). A study by Poorkavoos (2016) found leaders who use empathy and
compassion in their practice are rated as the most effective leaders through prioritizing ethical
and holistic approaches to leadership that put the emotional needs of employees at the forefront
of all aspects of change. There are various approaches to compassionate leadership, but all adopt
the concept of leading “with the heart” (Tehan, 2007, p. 205). This OIP recognizes Swann’s
(2002) compassionate leadership model that consists of 11 elements: celebration, action with
passion, justice making, benevolent loving, creativity, non-elitism, networking, holism, pain
relieving, interconnectedness, and fun (Tehan, 2007). The adoption of compassionate leadership
in this change plan is a direct response to the emotional impacts of change, especially within
SHS’s context where teachers have not been encouraged or required to change their practices.
Organizational change is emotionally charged and many employees experience Kubler’s five
stages of grief (Castillo et al, 2017): Denial, anger, bargaining, depression, acceptance.
Compassionate leadership, in conjunction with teacher and innovative leadership, will help to
support teachers through the difficult process of change to alleviate the possible uncertainty,
pain, and grief that is associated with organizational change (Tehan, 2007; Lasater & Lasater,
2021; Poorkavoos, 2016).
Compassionate leadership is an important aspect of this change plan. As compassion
breeds compassion, this leadership model will not only allow for a trusted relationship between
the change leader and teachers but will have a positive impact on the relationships among
teachers (Poorkoovoos, 2016). Compassion and empathy allow for deep authentic relationships
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to form. This is foundational for the shift in culture SHS needs to improve and modernize teacher
practice. In addition, compassionate leadership allows leaders and teachers to participate in
Social Support Theory, which encourages ongoing leadership and collegial support (Lakey &
Cohen, 2000; Wills & Ainette, 2012) when moving through the difficult change process (Burke,
2018; Castillo et al, 2017). By modeling and creating a safe space and setting expectations for
others to foster compassionate collaborative relationships, teachers will feel more able to engage
in teacher leadership, critical reflection with their colleagues, and take risks within their learning
spaces (Karakas & Sarigollo, 2013; Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan,
2004; Vangrieken et al., 2015).
Leadership Connections to Indigenous Values
The goals of this OIP are to modernize SHS’s practices and provide opportunities for
SHS teachers and leaders to align their practices with a 21CME, which include embracing
Indigenous values to continue SHS’s Truth and Reconciliation commitment (NCTR, 2022;
Wane, 2009). While there are many Indigenous nations who have varying languages, histories,
and traditions, many share a set of guiding principles, values, and worldviews that must be
honoured in SHS’s leadership framework if leaders are truly committed to starting on the journey
toward decolonization. Table 4 shows connections this leadership framework has with
Indigenous leadership values (Docherty-Skippen & Woodford, 2017; Karakas & Sarigollo, 2013;
Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004,; Bond, 2017; Poorkavoos, 2016).
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Table 4
Comparison of leadership framework and Indigenous Values
Indigenous Values

Innovative

Compassionate

Teacher Leadership

Leadership Values

Leadership Values

Values

•

Respect

•

Vision

•

Empathy

•

Care for others

•

Empathy

•

Kindness

•

Welcoming, open,

•

Creativity and

•

Care for others

•

Empowerment

imagination

•

Respect

•

Nurturing

Emotional

•

Holistic

inclusive
•

Collaborative

•

•

Amplifying
voices

wellbeing

relationships

intelligence and

understanding

•

Collaboration

•

Mastery

communication

and support

•

Shared

•

Resourcefulness

•

Innovation

•

Democratic

•

Collaborative

•

Innovation

relationship

•

School

decision making
•

Service and

•

•

Improvement

Commitment to
leadership

leadership

leadership

Ethical practices

•

Risk taking

•

Team building

•

Skill building

•

Ethical practices

•

Risk taking

It is important to distinctly highlight the adopted leadership framework values and
Indigenous leadership values as they are separate, yet harmonious with unique differences
between the two. There are, however, several critical connections this leadership framework has
with Indigenous values that are important to embrace.
Framework for Leading Change
There are many frameworks for leading change that are applicable to various
organizational challenges. This section will compare three change frameworks and choose one
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that is best for this change plan. The chosen plan must be holistic in nature and have a
meaningful impact on culture, increased potential for collaboration, and the ability to
authentically integrate innovative professional learning structures. Considered for use in this
change plan, as compared in Appendix D, are Lewin’s Three Stage Model (Burnes, 2019),
Deszca and Ingold’s Change Path Model (Deszca et al., 2020), and Kotter’s Eight-Step Process
(ESP; Kotter, 1995).
Lewin’s Three Stage Model
Lewin’s Three Stage Model (Burnes, 2019) consists of three steps: Unfreezing, Change,
Refreezing. The unfreezing stage is when an organization is met with a crisis that dislodges the
cultural and organizational norms. In context, this crisis is the dire need for SHS to modernize
educational practices. To unfreeze the SHS, teachers must feel the crisis must be significant
enough to feel a deep sense of urgency to change. Due to a heightened urgency, teachers of SHS
are more open to change. This is when SHS’s change initiatives can be tested and implemented.
Once these changes are applied, the organization refreezes and teachers adjust to the new
changes and begin to embed them into the culture (Deszca et al., 2020). This change model
suggests change is linear and does not address the need for stakeholders’ voices within the
change process. SHS’s challenges are complex in nature and a top down, linear approach does
not align with the values of this OIP.
Change Path Model
Deszca and Ingols’ Change Path Model (Deszca et al., 2020) consists of four steps:
Awakening, Mobilization, Acceleration, Institutionalization. The Awakening stage identifies
SHS’s need for change, engages in a gap analysis, and creates and shares a powerful vision
statement. The Mobilization stage brings together the change leader, SHS leadership team, and
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likeminded teachers to create a change coalition. The Acceleration stage continues to empower
SHS teachers to engage in change and the SHS leadership team manages the change process. The
Institutionalization phase uses data collection to validate the change and help incorporate it into
SHS’s culture (Deszca et al., 2020). This model is congruent with the GDL model (Ibrahim,
2017) and gives the change coalition more direction than Lewin’s Three Stage Model (Burnes,
2019).
Kotter’s Eight-Step Process
Kotter’s Eight-Step Process (ESP), as outlined in Figure 10, is an eight-step road map
toward change (Deszca et al., 2020; Kotter, 1995; Appelbaum et al., 2012). It is important to
tackle each section in order, as change builds on the previous step. Kotter’s ESP (2014) was
created for change within established hierarchies, such as SHS (Deszca et al., 2020; Kotter,
1995; Appelbaum et al., 2012). This model is linear in nature and will require modifications to
create the continuous change necessary to have a long-term impact on the PoP.
Figure 10
Kotter’s Eight-Step Process

Note. This figure shows the eight steps of Kotter’s Eight-Step Process (Kotter, 1995)
Chosen Model
The change framework chosen for this change plan is a modified version of Kotter’s
Eight-Step Process (ESP; Kotter, 1995), as seen in Figure 11.
Change Model Justification
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Kotter’s (1995) ESP model has positive aspects, such as a detailed breakdown of change
and supporting tasks that align with each stage, but the limitations of this model must be
addressed through additions or modification in order for it to be appropriate for use in this OIP.
The major limitations seen in Kotter’s (1995) ESP are its hierarchical approach, simplicity, and
linearity. The nature of this PoP is complex and calls for complex solutions that amplify the
voices of all levels of SHS. In order to supplement for this, Kotter’s (1995) ESP model will be
modified with the addition of a Grassroots Led Development (GLD) model (Ibrahim, 2017) and
will embrace a Continuous Improvement philosophy (Singh & Singh, 2019).
The change proposed in this OIP is of action and adjusted epistemic beliefs, so it is
imperative the change model used ensures the voices of all stakeholders are heard and acted
upon. The combination of Kotter’s (1995) ESP, Ibrahim’s (2017) GLD model, and Singh and
Singh’s (2019) interpretation of Deming’s Continuous Improvement model provides the change
leader ample opportunities to exercise innovative and compassionate leadership and deeply
support the growth of teacher leadership within SHS. The ICTLF requires the change process to
focus on ongoing innovation and risk taking through compassionate support and teacher
leadership. Kotter’s (1995) ESP supports short term innovation and allows for innovative
leadership to thrive, as there is ample opportunity for the creation of an innovative culture. This
model, however, requires the proposed modifications to incorporate ongoing innovative and
compassionate leadership through a Continuous Improvement philosophy (Singh & Singh, 2019)
that supports small ongoing changes and aids to a supportive learning culture, and a GLD
(Ibrahim, 2017) to empower teacher leaders to create and maintain this innovative culture and
the ongoing changes provided in this change plan. These modifications allow for Kotter’s (1995)
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ESP model to be a living and breathing change plan that grows with the needs of SHS, their
teachers, and their students.
Figure 11
Kotter’s Modified Eight-Step Process

Note. This figure shows Kotter’s Eight-Step Process (1995), the Grassroots-Led Development
Model (2017) and Deming’s Continuous Improvement Model, adapted from Appelbaum et al.
(2012), and Evans et al. (2012).
3C Grassroots-Led Development. As mentioned in the 3C Grassroots-Led
Development (GLD), the first stage is Conscientization which states that individuals, teachers in
this context, learn and implement new teaching strategies (Ibrahim, 2017). This level of change
is not synonymous with true organizational learning (Evans et al, 2012). The change must move
to the Conciliation stage, or when the learning from one teacher spreads and impacts the learning
and practice of other teachers within the school (Ibrahim, 2017, Evans et al., 2012). When
combined with Kotter’s (1995) ESP, Conscientization will begin at step five, empower action
(Ibrahim, 2017). This will see teachers engaging in innovative professional learning and using
new knowledge within their classroom. As Kotter’s (1995) ESP continues, and teachers’ wins
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are recognized and celebrated, SHS will enter the Conciliation stage where this initiative will
grow and affect the larger teacher community of SHS. The final C in the 3C GLD is
Collaboration, which involves the potential adoption of this change initiative in other schools
(Ibrahim, 2017, Evans et al., 2012).
Deming’s Continuous Improvement Model. The foundational intention of the
Continuous Improvement Model (CIM) is as a vehicle for radical change and innovation through
the culmination of many small changes over a long period of time (Evans et al., 2012; Lahy &
Found, 2015). CIM have many foundational aspects that will be incorporated into the solutions
for this change plan including the formation of learning communities, teacher and innovative
leadership, and innovative imbedded professional learning (Evans et al., 2012). SHS is in need of
continuous improvement as not only a change model, but a general philosophy regarding change.
For this reason, the term Continuous Improvement philosophy will be used. One reason SHS is
struggling with modernization is due to the disregard of ongoing innovation and this OIP’s
change implementation plan can address this issue through a philosophy of continuous
improvement (Singh & Singh, 2019).
Critical Organization Analysis
A critical analysis of SHS is an important aspect of this change plan, as it highlights and
contextualizes the gaps between the current state of SHS and the desired state outlined in
Chapter 1. This section considers three organization analysis models: SWOT (Sammuit-Bonnici
& Galea, 2015), McKinsey 7s Framework (McKinsey & Company, 2018), and Nadler and
Tushman’s Congruence Model (Deszca et al., 2020).
SWOT
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The SWOT model diagnoses organizations through an analysis of the internal strengths
and weaknesses, and the external opportunities and threats (Sammuit-Bonnici & Galea, 2015).
The strengths and weaknesses analysis was developed to target the micro environment inside the
organization. In context, this stage would analyse the strengths and weaknesses of SHS regarding
the readiness and execution of a 21st century education. The opportunities and threats analysis
targets the macro environment, or the competitors, industry, or general external environment. An
analysis of SHS’s opportunities and threats would consider the PESTE analysis conducted in
Chapter 1. It is concluded this model is too simplified and does not dig deeply into the diagnosis
of SHS through various perspectives.
McKinsey 7s Framework
The McKinsey 7s framework (McKinsey & Company, 2018) diagnoses organizational
areas in need to support and targets which areas will be addressed through an organizational
change plan. This framework consists of seven areas of study and encourage the change leader to
consider each area in relation to the others. The areas are style, skills, systems, structure, staff,
strategy, and shared values (McKinsey & Company, 2018). While this model allows for varying
perspectives, the framework is not appropriate for this OIP. McKinsey 7s (McKinsey &
Company, 2018) only looks inward to the organization and does not incorporate the analysis of
the external environment (MGS Management, 2022). In context, the McKinsey 7’s Framework
(McKinsey & Company, 2018) would take SHS’s established shared values and compare them
with the practiced style of leadership and education, the skills of teachers are students, the
systems and structures within the school, and the strategies chosen to operate the school and
education within the school. Where the values did not align is where the focus can begin. This is
a very strong option for diagnosis within SHS.
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Nadler and Tushman’s Congruence Model
The Nadler and Tushman’s Congruence Model is a framework that assists change leaders
in structuring the analysis of an organization (Deszca et al., 2020; Deszca, n.d; Katana, 2016;
Delta, 2006; Sabir, 2018). The model, as seen in Figure 12, highlights the elements of the
transformation process consisting of the work, the people, the formal environment, and the
informal environment. This model allows the change leader to consider the micro and macro
environments through various lenses and perspectives. While the McKinsey 7s Framework is a
strong option, Nadler and Tushman’s Congruence Model will be the chosen diagnostic tool. This
tool considers similar areas outlined in the McKinsey 7s Framework, but also incorporates the
external environmental inputs that directly impacts SHS.
Figure 12
Nadler and Tushman’s Congruence Model

Note. This figure outlines the process of analysis using an adapted version of the congruence
model (Deszca et al, 2020).
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Congruence Analysis
This section provides the change leader with an in-depth analysis of SHS using the
Nadler and Tushman’s Congruence Model. It is important to outline this step, as the findings of
this analysis will guide the solutions outlined in Chapter 3.
Work. The work refers to the tasks and procedures accomplished by an organization. The
work, in context, refers to the teaching within SHS. Currently, teachers at SHS teach and plan in
isolation. While some collaboration is evident, it is not common practice. Teaching in isolation is
an outcome of a Factory Model of Education and has been a topic of study for several decades
(Goldin & Mirel, 2015). Educational researchers have been raising the red flag against teacher
isolation since the 1970s, as evidenced by a quote from Dan Lortie’s 1975 book Schoolteacher.
Lortie (1975) warned instructional improvement cannot occur when “each teacher [spends] his
teaching day isolated from other adults” (Lortie, 1975, as cited in Golin & Mirel, 2015). While
some schools at HSB have structures in place to combat this, SHS is not one of them. Teachers at
SHS teach in Egg-Crate Isolation where the physical structures of the building promote isolation
(Davidson & Dwyer, 2014; Gaikwad & Brantley, 1992). Educators typically teach students in a
closed-door classroom where they “plan, teach, and examine their practice alone” (Goldin &
Mirel, 2015). This isolation is detrimental, as it does not allow for teachers to “interact with
colleagues [and] share resources, opinions on curricular developments, [or] their failures and
successes” (Davis, 1987 as cited in Davidson & Dwyer, 2014, p. 39). Additionally, the teachers
who educate at SHS are vulnerable to adaptive isolation. Adaptive isolation hinders teachers’
ability to learn and implement new teaching strategies, resulting in the ongoing and pervasive
use of outdated practises (Gaikwood & Brantley, 1992). Ultimately, this isolation does not allow
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for the innovative learning culture necessary for teachers to align their pedagogical practice with
a 21st century model.
People. The people who this change plan will impact will be the teachers of SHS.
Currently, teachers are isolated and overworked without the necessary supports in place to
cultivate shared values or a shared vision. Many teachers are relying on antiquated instructional
techniques that result in educationally marginalizing their students. As mentioned in the section
above, teacher isolation is one issue that must be addressed to impact the innovation and
evolution of practice, but this same isolation has a psychological effect too. Hargreaves (2001)
stated that education is an emotional practice (Davidson & Dwyer, 2014). Teachers often look to
their colleagues for support, feedback, and recognition. Without this, teachers are less able to
manage change and experience higher levels of stress and job dissatisfaction (Davidson &
Dwyer, 2014; Khan, 2001). SHS educators do not have regular, ongoing collaborative
opportunities to develop social support relationships or establish shared educational values and
visions. This leads to a school that does not have a common standard of practice regarding
pedagogical practices. Teachers are then left without a common understanding of the
competencies SHS students need in the 21st century and the confidence or urgency to enact
change within their classroom.
Informal Environment. The informal environment refers to the culture, relationships,
and the existence of informal leaders within the organization. Currently the culture of SHS is one
of isolation and complacency. Collaboration and ongoing professional learning opportunities are
few and met with unpleasant feelings. Teachers generally feel the professional development
offered does not connect with their practice or struggle to understand how to meaningfully
implement it. Additionally, due to the few opportunities to collaborate, time with colleagues
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often devolves into venting and complaining about workload, leadership, or other more negative
aspects of teaching. The apathetic or even negative feelings teachers have toward professional
development and the unproductive use of the little collaborative opportunities offered breed a
culture that suggests change readiness is low (Deszca et al., 2020). While there are teachers at
SHS who do feel more positively and are working toward change, as Organizational Learning
states, this individual improvement does not equal organizational change (Evans et al., 2012).
These teachers will, however, be the ones who will champion the change efforts put forth in this
change plan and begin to move the needle of readiness in favour of change.
Perhaps a factor in the dysfunctional culture is SHS’s cultural values are not apparent,
discussed, or collaboratively developed, if they exist at all. While HSB has a long-established
shared values statement (Hazelwood School Board, 2021), SHS does not have a local shared
vision that teachers aspire to. The cultural norms in place encourage isolation among teachers
physically and educationally. Discussions about practice or school improvement are rare and
rarely met with interest. Currently innovation and collaboration are just not how they do things
around here (Deszca et al., 2020).
These cultural aspects are, in part, why teacher leadership does not currently thrive at
SHS. It is not customary for teachers to take on leadership roles or stand out among the staff.
Teachers feel they do not have the autonomy, agency, time, or interest in engaging in leadership
or professional learning as it stands now. Leadership is left to those who are in formal leadership
roles and learning is for those attending formal education.
Formal Environment. The organizational structure within SHS sees teachers at the
bottom, four Learning Leaders a step above teachers, one Vice Principal, and one Principal.
Learning Leaders, the Vice Principal, and the Principal make up the SHS Leadership Team. This
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team makes school-based decisions such as how to organize staff meetings, board issued
professional development, and supporting advisory programs and student achievement. This
team makes decisions on SHS’s professional development structures and general expectations of
the staff and students. Leadership is most definitely hierarchical in nature, often with no
invitation for teacher feedback and no opportunities for teachers to lead.
Congruence Diagnosis
After exploring each aspect of the Deszca et al.’s (2020) Congruence Model, one glaring
problem is apparent that must be addressed before any change can take place: Teacher isolation.
Teachers at SHS are structurally, culturally, professionally, and emotionally isolated. This
isolation has a direct impact on the lack of innovation and learning culture at SHS (Davidson &
Dwyer, 2014; Gaikwad & Brantly, 1992; Vangrieken et al., 2015). Teachers are not supported or
structurally encouraged to participate in collaboration, which unequivocally affects their
individual and collective efficacy (DeWitt, 2017; Donohoo et al., 2018; Gourlay et al., 2021) and
ability to make necessary adjustments to practice. Organizational innovation, change, or learning
cannot exist on an individual basis, it must be collective and collaborative to have any impact on
wide-scale changes (Evans et al., 2012; Davidson & Dwyer, 2014; Vangrieken et al., 2015;
Ibrahim, 2017). The conceptual framework in place for this change plan is underpinned by social
constructivism (Adams, 2006; Knapp, 2019), which addresses the need to end isolation practices
in teaching. Whatever solution is chosen, prioritizing the end of SHS’s teacher isolation practices
will be of utmost importance if innovation is to have a chance to thrive. Once teacher isolation is
addressed, the change coalition will address additional challenges, such as continued resistance,
high leadership and teacher turnover, among other issues discussed and contemporarily
uncovered as the change process moves forward. This ongoing flexibility to focus on challenges

84
as they arise is a benefit of the cultivation of a learning culture with a Continuous Improvement
philosophy (Singh & Singh, 2019).
Solutions
The conceptual and leadership framework outlined in this OIP serve as a foundation that
guide each solution option summarized below. It is important to note, each solution is led by the
ICTLF and makes connections and parallels to the Indigenous values outlined in Table 1.
Appendix E serves as a high-level assessment of each solution posed.
Solution Option #1: Informal Networking
Informal Networking connects the SHS teachers who are considered to be capable
champions, as discussed in Chapter 1. This option asks teachers who are interested in leading the
charge for the widespread use of a 21CME to join a voluntary Networked Learning Community
(NLC) (Prenger et al., 2018; Gourlay et al., 2021) that will provide in person or virtual
collaboration time and online resources. This group will meet two to four times a month to build
meaningful relationships and make plans to affect change within their own classrooms and SHS
as a whole (Vangriken et al., 2015; Ostovar-Nameghi & Sheikhahmadi, 2015; Paxton & Van,
2015). This model empowers teachers to become leaders through providing support and
voluntary professional learning opportunities to their colleagues. Additionally, this group will
speak to the work they are doing during existing professional development days, held six to nine
times per school year (Hazelwood School Board, 2021).
Informal Networking: Benefits, Limitations, Resources
The voluntary nature of this option virtually eliminates resistance among NLC members
and allows energized and dedicated members to commit to making change within their
classrooms and supporting the learning of other teachers in the building. Additionally, no
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permissions are needed to begin this NLC, as the NLC meetings will be held off hours. This
option is a step toward ending teacher isolation by building supportive social networks and
providing opportunities to build collective efficacy around a 21CME (Gourlay et al., 2021).
Informal Networking creates an extracurricular opportunity for teachers to engage in
professional learning. Teachers want what is best for their students (Snider, 2017), but not all
teachers have the ability to commit to ongoing professional learning outside of the school day
due to family, personal, or school activities. The structure of this solution does not provide an
equal opportunity for teachers to engage in professional learning, nor will it target those who are
in the most need of it. Without building a formal initiative within the paid school day, teachers
will not have authentic and equitable opportunities to build collaborative efficacy and move
toward the innovative practices outlined in this OIP.
This option would not be able to access resources from SHS, as it would be considered
independent professional learning. The burden would be on the individual teachers to obtain the
necessary resources. The teachers who participate in Informal Networking must have access to a
computer and video conferencing. Additionally, the NLC will need resources to support
professional learning. These resources would be collectively decided by the NLC based on the
chosen focus and purchased independently.
Solution Option #2: Innovative Professional Learning (IPL) and Living Schools
The IPL posed for option #2 is the restructuring of professional learning at SHS. This
model addresses the need for structured collaboration, culture building, and innovative
professional development. Structured collaboration will be realized through the creation of
Professional Learning Communities (PLC) that set and adhere to collaborative norms such as
shared values, a focus on student learning, learning and reflective dialogue, and action inquiry
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(Harris et al., 2018; Admiraal et al, 2019; Fairman & Mackenzie, 2012). Harris et al. (2018)
suggest PLCs can be whole school communities or small communities of educators within a
school, with this solution choosing the latter. The learning communities will positively affect
SHS teacher’s collective efficacy (DeWitt, 2017; Donohoo et al., 2018; Gourlay et al., 2021),
culture building and professional learning through teacher-centred professional learning, which
could include Collaborative Inquiry (Diaz-Maggioli, 2004; DeLuca et al., 2014; Harris et al.,
2018; Admiraal et al, 2019).
This solution will make use of O’Brien and Howard’s (2020) Living Schools as a model
for culminating 21st century practices, Indigenous educational values, and general wellbeing and
happiness of both teachers and students. Living Schools is for education that prioritizes the
overall well-being of all members of the school community. This model incorporates the 21CME
adopted in this OIP, as well as the notion of educating for sustainability, happiness, health, and
community. Educators will have a holistic framework to support the future learning and
wellbeing of all students by prioritizing the values and attributes found in Appendix F (O’Brien
& Howard, 2020).
IPL will work to empower teacher leadership through providing teachers’ choice and
voice in their professional growth, as the Living Schools model provides many avenues for
growth and opportunities to participate in formal and informal leadership roles (Bond, 2014;
Poorkavoos, 2016; O’Brien & Howard, 2020). This Living Schools Model holistically
incorporates not only the future learning students need to thrive in the 21st century world, but all
pillars of Saskatchewan Ministry of Education’s 2021/2022 education plan, outlined in Appendix
F, and SHS’s truth and reconciliation journey, as seen in Appendix F. The application of PLCs
with an initial focus on relationship, culture building, and wellbeing, then innovative
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professional learning structures will provide teachers with meaningful social networks that allow
for mutual support and collective learning (Lakey & Cohen, 2000; Wills & Ainette, 2012).
The congruence diagnosis detailed above concludes SHS’s most significant factor
hindering innovation is teacher isolation. The creation of PLCs will effectively address the
isolation seen at SHS. Teachers will not only be encouraged to participate in collaboration but
expected, as the benefits are immense. The benefits of ending teacher isolation are many and
include capacity building, collective efficacy, teacher leadership, culture building, among others.
All benefits listed are important to creating positive change within SHS, but specifically culture
and capacity building as they are key components of addressing the PoP.
The current culture of SHS is of isolation and stagnation. Ongoing collaboration will
foster the development of a much-needed supportive learning culture within SHS. Positive
relationships, adherence and dedication toward common goals, collective identity, cohesion, and
happiness are all important outcomes that are developed through effective culture building
(Moolenaar et al., 2011; Hallan et al., 2015; O’Brian & Howard, 2020). Collaborative PLCs will
also increase capacity building around a 21CME through focused professional learning and
support collective efficacy (Moolenaar et al., 2011; DeWitt, 2017; Donohoo et al., 2018; Gourlay
et al., 2021). Ending isolation practices allow for “collegial relationships among teachers
[which] lead to increased feelings of effectiveness and satisfaction” (Moolenaar et al., 2011, p.
253). These feelings of effectiveness and satisfaction will support SHS teachers’ professional
growth which will lead to students’ 21st century success (Moolenaar et al., 2011; DeWitt, 2017;
Donohoo et al., 2018; Gourlay et al., 2021).
IPL will need the support of school leadership and senior leadership, as it requires time
within the paid work week for teachers to collaborate. Other schools at HSD require teachers to
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attend 20-30 minute weekly staff meetings with this time being “given back” during professional
development days. This model proposes that instead of using that time for housekeeping items,
this time would be dedicated for weekly PLC meetings focusing on teacher relationship building,
collaboration, professional learning, and reflection. Additionally, this option will introduce SHS
to in-school Professional Learning Communities (PLC) where teachers are grouped together
based on their prep time. Every member in the PLC will share a common prep to allow for time
to meet and collaborate on a voluntary basis to support SHS’s shared vision and teacher’s
individual and collective goals. The change leader, when gaining approval from school
leadership, will request more collaborative time carved into the school week above the 20-30
minute weekly meetings in order to capitalize on the benefits of collaboration. However, if this
request is denied, IPL will still have great potential to be successful.
The traditional structure of professional development would still be practiced within
SHS, as this is mandated in local contracts (Local Union, 2017). IPL will complement the
traditional learning or act as a separate practice, the former being ideal. In situations such as
these, Kotter proposes a “Both/And Solution” that allows for a “duel operating system” (Paxton
& Van Stralen, 2015). This duel system allows for the current formal leadership to continue their
important work while teacher leaders provide the secondary operating system in charge of
collaborative innovation and inquiry (Paxton & Van Stralen, 215).
IPL and Living Schools: Benefits, Limitations, Resources
This model addresses each issue within the gap analysis and, if executed well, will have a
profound impact on teachers’ collective efficacy (DeWitt, 2017; Donohoo et al., 2018; Gourlay
et al., 2021) resulting in an innovative learning culture and the modernization of practices used
within SHS. In contrast to solution option #1, IPL requires formal permission and
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implementation from school leadership. The formal restructuring of professional learning and
collaboration speak volumes about the level of priority and urgency of this issue, as every year
SHS does not incorporate a 21CME is another year teachers are failing their students in
preparing them for their futures.
While the benefits are vast, IPL does not come without limitations. IPL relies on the
approval of school and senior leadership to allow for the restructuring of current practices,
including the adoption of mandatory meetings outside of the typical school day. As this is a
practice other schools have adopted, it is likely this will be approved for SHS. When considering
the addition of more formal collaboration time, SHS school leadership would need approval from
senior leadership with consultation from union representatives as these are articles within HSD’s
local agreement. Additionally, the SHS Leadership Team must be willing to work alongside a
teacher change leader to provide time, support, and enthusiasm for this change initiative, as it
will be met with resistance.
The resources necessary for this option will consist of time within the week to regularly
meet, access to a meeting space, computers, professional learning resources, among others
requested from individual PLCs. This option could also utilize the talents and experience of
guest speakers, Elders, and other experts within the field.
Solution Option #3: Innovative Consultant
The final solution option offered is one of larger systemic change through the
establishment of innovative professional learning on a district level and the widespread adoption
of the Learning Schools model (O’Brien & Howard, 2020). As outlined in Appendix F, HSD’s
adoption of Living Schools (O’Brien & Howard, 2020) on a large-scale addresses Saskatchewan
Ministry of Education’s 2021/2022 education plan and honours Truth and Reconciliation
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(NCTR, 2022). These models address the why and how of educational innovation on a district
level.
In order to lead HSD’s educational innovation, this option proposes the development of
an Innovation Consultant position at the district level who can oversee the data collection,
planning, implementation, and monitoring of the transition from our current model of education
to a 21st century model of education, and broader a Living Schools (O’Brien & Howard, 2020)
model. Since this educational model is deeply congruent to HSD’s strategic plan (Hazelwood
School Division, 2022) and the Ministry of Education’s 2021/2022 education plan (SMoE &
Duncan, 2021), it is not inconceivable to propose a dedicated position to address this issue.
While one person cannot affect change alone, it is well documented that there must be at
least one change leader who can begin to move the needle toward change, first by energizing
others and creating a change coalition (Deszca et al., 2020; Kotter, 1995). Through the creation
of a position at the district level, the Innovative Consultant would have the agency to establish
expert collaborative teams, propose and implement large scale changes, and collect and
administer necessary resources and funding.
The Innovation Consultant would be responsible for the collection of data of the current
state of our student achievement regarding 21st century competencies; create innovative and
ongoing professional learning opportunities for teachers, not unlike option #2; develop pilot
programming to model the professional learning necessary to create Living Schools (O’Brien &
Howard, 2020) and teacher practice to a 21st century model; provide support for teachers who
are struggling with the adoption of these models; collaborate with other consultants and
superintendents on how to support grade/subject/strategic plan specific goals; develop innovative
leadership professional learning for leaders who want to better support their teachers in this
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transition; create and implement rewards and recognition strategies that openly and visibly
celebrate the steps teachers take to provide their students with a student-centered learning
environment; and stay up to date on current research and innovations on education and learning
theory.
Innovative Consultant: Benefits, Limitations, and Resources
By having dedicated personnel, the gravity of the need for change will resonate with the
entire school district. The Innovation Consultant, in collaboration with other senior leadership,
would have agency to support teachers’ professional learning and build a culture of systemic
support. This would be the beginning of a large-scale transformation into participating in Living
Schools (O’Brien & Howard, 2020), which directly connects to the outlined 21st century model
of education. Having dedicated personnel would allow the time and resources necessary to
collaborate with existing leaders, study the most successful school models, and focus on slowly
moving HSD’s practice into the 21st century.
As with all potential solutions, the proposition of an Innovative Consultant comes with
limitations. This option requires our current senior leadership to deeply believe in the idea of
change and the particulars of this change plan enough to fully fund it by creating and hiring for a
new position. While this board’s current readiness for change may not reflect the necessary level
to achieve or embark on this level of change, with the new Ministry of Education’s plans, it is
entirely possible the tide is shifting towards innovation. It is important also to consider even if
HSD senior leadership’s readiness reflects this level of change, as outlined in the Chapter 1
PESTE analysis, HSD is in a major economic crisis. Adding district level personnel in times of
economic turmoil may not be financially possible.
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This solution is offered due to its necessity to realize change on a district level, but I do
not have the agency, authority, or positionality to have any impact on making this change a
reality. It is still important to include this option as creating a position at the district level for
leading HSD’s overall transition into the 21st century is a commitment to change, innovation, our
students, and our future.
The creation of an Innovative Consultant would require significant personnel funding,
professional learning, and access to a budget to fully support the needs of teachers.
Chosen Solution
While it could be argued Option #3 would be the most successful solution to this PoP, it
also requires large systemic change outside of my agency and control. This option is considered
the long-term goal in supporting this PoP but cannot act as the solution in this Organizational
Improvement Plan.
Option #1 proves to be a strong option to energize the capable champions of SHS to
begin the change journey. This option provides the support of a coalition of enthusiastic teachers
(Kotter, 1995) who will begin to change the norms of their school context through voluntary
professional learning and culture building. While this option is a strong way to build a team of
change agents, it does not serve to ensure lasting change past conscientization (Ibrahim, 2017) as
effective change comes from job imbedded, collaborative, professional learning where teaching
staffs can come together to build collective efficacy, innovative learning cultures, and increase
capacity (DeWitt, 2017; Donohoo et al., 2018; Gourlay et al., 2021; Evans et a;., 2013; Deszca et
al., 2020).
Finally, Option #2 provides the necessary relationships, culture building, and meaningful
innovative professional learning on a school level. IPL proves to be the most effective and
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realistic option when attempting to change the epistemic beliefs, cultural norms, and student
outcomes necessary to long lasting change. This plan authentically addresses the organizational
diagnosis and congruence in each element of the Congruence model’s transformation process
(Deszca et al., 2020). After SHS has implemented IPL and Living Schools, there is significant
potential for SHS to act as a pilot program in the event an Innovation Consultant position is
created and change is enacted from the district level.
This solution option effectively utilizes the conceptual framework embedded in this OIP
and will be successful when led through an ICTLF. The integration of innovative Teachercentered professional learning (Diaz-Maggioli, 2004: Quinn et al., 2018; DeLuca et al., 2014;
Harris et al., 2018) will provide the necessary environment to end teacher isolation and build a
lasting culture of learning and innovation.
Ethical Considerations and Challenges
Practicing ethical leadership during the change process can impact how members of an
organization react to and embrace the proposed changes. When leaders act in ethical ways it
mitigates resistance and builds trust and comfort as employees know they are being led in the
right direction (Rahman et al., 2019). Shields (2014) suggests that ethical leadership is not
always about following the rules, but it is about staying true to ethical principles. Three of these
principles are to exhibit moral courage, mandate and effect deep and equitable change, and
balance research and action (Shields, 2014).
The change process must be led through an ethical lens from the moment change is
discussed. Many aspects can threaten ethical change including a lack of communication, egoism,
power misuse, a disregard for stakeholders, a failure of accountability, a lack of commitment for
change, and a lack of trust (Kennett-Hensel & Payne, 2018). When considering the ethical
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responsibilities of this OIP and the ethical responsibilities of those who lead SHS, one can look
to the Domains of Ethical Responsibility: Human, citizen, educator, formal leader, and
educational leader (Starratt, 2005). Figure 12 shows an adapted version of these domains that
will be used to analyze the ethical responsibilities of all stakeholders during this journey through
change. This framework highlights the need to begin with our ethical responsibilities as a human
and build to the highest level of educational leadership with the most profound ethical
responsibilities. A detailed evaluation of each layer of ethical responsibilities can be found in
Appendix G.
Figure 12
Domains of Ethical Responsibility

Note. This figure shows the Domains of Ethical Responsibility and how they relate to one
another, adapted from Starratt, 2005.
Ethical Responsibilities
The ethical responsibilities of teachers are profound as they are responsible for the
education of our future generation. These responsibilities range from professional ethical
obligations, set out by the Saskatchewan Teacher’ Federation (STF), that include the adherence
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to the Saskatchewan curriculum, the relentless support of all students’ educational and holistic
needs, and authentic preparation of all students for whatever future they choose (STF, 2021). In
order to recognize these obligations, teachers must commit to ongoing professional and personal
growth, which include tackling one’s own racial and cultural baises. The STF, in addition to
providing teachers with professional ethical responsibilities, states “all Canadians are responsible
for reconciliation [and] teachers have a unique opportunity to contribute to [the elimination of]
inequity and racism” (STF, 2022). In recognition of that sentiment, SHS has recently focused on
both professional and personal growth in the form of a journey toward truth and reconciliation, in
order to better serve Hazelwood students and community. While this OIP is not directly
addressing solutions that speak to the need for a decolonized educational system in Hazelwood,
many parallels are drawn, as seen in Table 1 and Table 2. This suggests the modernization of
SHS cannot be successful or ethical without a journey toward truth and reconciliation.
Our Truth and Reconciliation Journey
In recent years, HSD has prioritized teachers’ collective education on the history of
Saskatchewan and the First Peoples who inhabited the land before colonization. SHS calls this
work “our truth and reconciliation journey” (OTRJ). When engaging in OTRJ and finding
commonalities between a 21CME and Indigenous education and values, it is important to
recognize the actual intention of the work behind OTRJ, as it is unethical and incorrect to use the
terms such as decolonization as a metaphor for change or social justice, rather the specific
actions that must be taken to support the needs of the Indigenous peoples whose land, language,
and culture has been nearly erased due to the trauma of colonization. It is important to remember
during the journey that decolonization “specifically requires the repatriation of Indigenous land
and life” (Tuck & Yang, 2012). As the STF suggests, all educators and leaders of SHS must be
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responsible for the actions that come from efforts to decolonize and be sure they support the
return of culture to our Indigenous students. Non-Indigenous educators and change leaders must
form a meaningful and authentic allyship with Indigenous communities and educational practices
when embarking on treaty education, Indigenous education, and decolonization (Smith, 2015).
Emotional Turmoil. An important challenge when embarking on change and
decolonization efforts is the unsettling nature of this work. OTRJ brings a necessary discomfort.
Decolonizing learning spaces require work and a loss of what educators have identified with for
their entire careers. It is unsettling, difficult, and troubling to come to understand the very system
that has provided educators with an education, financial stability, and work has been at the
expense of Indigenous populations (Tuck & Yang, 2012). This discomfort comes from the
differences between our words and our actions, our actions and our intentions, and the settler
guilt we must embrace in order to move forward, as it is a sign of privilege to have the choice to
be vulnerable to this discomfort (Morris, 2017). Educators must reconsider their identities and
how they relate to the land and students they teach, and this work is hard (Morris, 2017).
When considering this necessary discomfort in terms of this change plan, it will be
important to lead with compassion and transparency. Social Support Theory posits that when
meaningful social networks are formed and nurtured, the relationships among members aid to
well-being and a reduction of stress. These social networks will be utilized to support teachers
emotionally and intellectually (Lakey & Cohen, 2000). Not only will this support the ongoing
needs of teachers at SHS, but it also reflects the First Peoples Principles of Learning and the Inuit
Qaujimajatuqangit (IQ) Principles (Docherty-Skippen & Woodford, 2017). These principles state
learning should support the “well-being of self, the family, the community, the land, the spirits,
and the ancestors” while being connected through reciprocal relationships (Docherty-Skippen &
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Woodford, 2017, p. 4). Additionally, educators and leaders must create these relationships with
respect and care for others while working together for a common cause. (Docherty-Skippen &
Woodford, 2017).
Change Leader’s Responsibilities.
As an educational scholar, teacher, and change leader, I must adhere to the highest level
of Starratt’s (2005) Domains of Ethical Responsibility. The planning, writing, and application of
this OIP carries a heavy responsibility that I do not take lightly. It is my ethical duty to plan and
execute meaningful and needed change within SHS, address the foundational issues of the
current state of SHS within the solution’s action plan, provide support through compassionate
leadership to educators (Burke, 2018; Karakas & Sarigollo, 2013; Poorkavoos, 2016) and engage
in anti-racist and anti-oppressive practices .
As a teacher and educational leader, I want the best for SHS students and fellow teachers
and will participate in the change process with humility, openness, and compassion. I will
amplify historically and systemically marginalized voices, make a commitment to listen more
than speak, respect ideas, and celebrate wins. Finally, it is my duty as an educator and Canadian
to honour my ethical responsibilities as a citizen and commit to furthering my journey toward
decolonization.
Chapter 2: Summary
Through the ethical lens outlined in Chapter two, three solutions were posed utilizing a
modified version of Kotter’s (1995) Eight Step Process. The chosen solution addresses the
diagnostic analysis that found isolation is a foundational reason SHS is not adopting a 21CME.
This chosen solution allows for grassroots change (Ibrahim, 2017) and a structural framework
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that promotes innovative teacher professional learning which will lead to capacity and culture
building within SHS.
Chapter 3: Implementation, Monitoring and Evaluation, Communication
Chapter 3 provides the SHS Innovative Learning Team (ILT) with a detailed plan to be
and foster the change that is sought within this change plan. This chapter is about the action SHS
ILT will take to implement the solutions found in Chapter 2, addressing the PoP, found in
Chapter 1. This solution will be defined through an implementation plan, knowledge
mobilization plan, and communication plan. Chapter 3 will also detail monitoring and evaluation
methods used to determine the success and impact of the change solution.
Change Implementation Plan
The strategic goal of the chosen solution is to authentically incorporate 21st century
models of education into pedagogy to promote deep learning within SHS by building higher
levels of teacher efficacy and leadership through Díaz-Maggioli’s (2004) teacher-centered
professional learning, professional learning communities, Living Schools (O’Brien & Howard,
2020), and a transformation of culture (Antinluoma et al., 2018; Admiraal et al., 2021; Schaap &
de Bruijn, 2017; Hallam et al., 2015; Harris et al., 2018; Vangrieken et al., 2015). This process,
while using the ICTLF will emphasize the tenets of compassionate leadership (Dobbs, 1993;
Karakas & Sarigollo, 2013), as change is difficult at the best of times, but even more so during a
worldwide pandemic. It is important to consider how the COVID-19 pandemic has worn away
trust among staff and leadership and significantly decreased morale. Miller (2007), Burrows
(2004), and Cuthbertson (2021) discuss in their research the importance of the use of
compassionate communication during the change process and beyond. This compassionate
communication model will be discussed in more detail later in this chapter. To strengthen the
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compassionate communication framework, a strengths-based approach will be prioritized during
implementation to build trust and happiness among SHS (Bouskila-Yam & Kluger, 2011;
Blundo, 2001; Hammond & Zimmerman, 2012).
Teacher-Centered Professional Learning
Teacher-Centered Professional Learning (TCPL), an important aspect of both innovative
and teacher leadership, is job embedded professional learning that acknowledges the strengths,
needs, goals, and teaching styles of teachers through collaborative adult learning structures.
Diaz-Maggioli (2004) outlines what he calls a Teacher’s Choice Framework that recognizes
teachers are talented and devoted to the education of their students and who need professional
learning frameworks to meet their own personal needs within the classroom, while considering
the specific culture of the school in which they work. This framework gives teachers voice and
choice on how they engage in professional learning, empowering teachers to drive their own
learning and lead where they stand. This framework encourages collaboration, creativity, and
critical reflection (Díaz-Maggioli, 2004), all important tenets of innovative leadership (Ahmed,
1998; Couros, 2014; Lang et al., 2018; Mumford & Licuanan, 2004). This teacher-centered
approach to professional learning can incorporate professional learning structures from Quinn et
al. (2018, 2020), Collaborative Inquiry (DeLuca et al., 2018), or other frameworks teachers
connect with. The creation a strong teacher leadership will help to ensure TCPL is used
confidently and earnestly.
Change Framework
As outlined in Chapter 2, the framework chosen for the implementation of this change is
Kotter’s Eight Step Process (ESP; 1995) and Ibrahim’s (2017) 3C Grassroots Approach, while
adhering to a philosophy of Continuous Learning (Singh & Singh, 2016). Figure 13 outlines
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which Kotter (1995) ESP connects to each phase of change. Appendix H outlines the framework
and the initial implementation plan. Needed resources, the challenge of addressing those needs
and possible solutions can be found in Appendix I.
Figure 13
Change phases

Note. This figure outlines the change phases detailed in this OIP and when each of Kotter’s
(1995) steps are implemented.
Establishing Urgency
Establishing and maintaining a strong sense of urgency is the first step in Kotter’s (1995)
ESP and is one of the priorities for change outlined in Chapter 1. When a sense of urgency is not
established, change initiatives often fail, as organizational members do not see the need for the
proposed change. Appelbaum (2012), in a critical review of Kotter’s (1995) ESP, agrees, when
urgency is established, so is change readiness. This stage should ignite urgency in the hearts and
minds of SHS teachers, as “most people aren’t inspired by logic alone but rather by the
fundamental desire to contribute to a larger case” (Kotter, 1995, p.3). When establishing
urgency, two areas will be emphasized. The first is SHS leaders and teachers’ duty to adhere to
the Saskatchewan Ministry of Education (SMoE) expectation and HSD’s commitment to Truth
and Reconciliation (NCTR, 2022). The second, is the potential detriment that continuing with an
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FME poses to SHS students. The two-prong approach to creating urgency will begin with SHS
leadership, then SHS teachers through the distribution of information, meetings, and honest
critical conversation. This process will begin through a strengths- based (Bouskila-Yam &
Kluger, 2011; Blundo, 2001; Hammond & Zimmerman, 2012) workshop during dedicated
professional learning time in late August. This workshop will educate teachers about the two
focus areas outlined below. During this workshop, SHS teachers will critically reflect on
practice, focusing on what is being done in the classroom that aligns and does not align with
current student needs (Saric & Steh, 2017; Akella et al., 2021)
Saskatchewan Ministry Expectations and Commitment to Truth and Reconciliation
To provide urgency regarding teacher’s duty to educate students for their futures, the
change leader will use the 2021/2022 SMoE education plan as a foundational reason SHS must
begin to modernize their practice. Using the details from this OIP, it will be clear to SHS school
leaders and teachers the proposed change model will support SHS’s necessary growth toward
this goal.
In order to teach Hazelwood students for their future, it is imperative this process must
further Saskatchewan teachers’ Truth and Reconciliation journey. This journey is one that SHS is
familiar with, as professional learning has begun to focus on Saskatchewan’s true history and
how education must be Indigenized and inclusive. It will be important for creating urgency for
the change in practice knowing a 21CME and a Truth and Reconciliation journey can exist
harmoniously, allowing teachers to engage in the important work of decolonization through
many lenses. Docherty-Skippen & Woodford (2017) make direct comparisons between 21st
century competencies and Inuit Qaujimajatuqangit, or Inuit traditional knowledge, while
challenging all teachers to embrace 21st century education for the benefit of all students. School
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divisions in other areas of Canada have created reports that encourage teachers to see 21st
century education through Indigenous perspectives (Lakehead Public Schools, 2019). Prioritizing
the legal and ethical reasons for this change plan will create a sense of urgency in both leadership
and teachers. Understanding how this legal and ethical obligation can coexist harmoniously
allows teachers to visualize how this sense of urgency can be converted into action.
SHS Students’ Future
While understanding there is a legal and ethical obligation to modernize SHS teachers’
practice, Kotter Inc. (2014) does say, “people aren’t inspired by logic alone” (p. 3). Leaders and
teachers of SHS must understand the consequences of continuing to teach within a factory
model. Clear, relevant, and factual data must be presented to teachers, so it is truly known how
damaging this practice is on students. Jerald (2009) conducted an extensive report on what young
people must learn in order to ensure their future livelihoods. As mentioned in detail in Chapter 1,
21st century careers and professions rely on employees with specific skills sets and competencies
that are not prioritized in SHS’s current model of education. Under the O’Brien and Howard’s
(2020) Living Schools Model, students will have the opportunity to not only be prepared for the
workplace, but to be ethical and accepting citizens. Educators have a duty to prepare students for
the future and without making collective professional changes, teachers of SHS are failing their
students.
Creation and Goals of the Innovative Learning Team (ILT)
Since no one person is capable of making large scale organizational change alone, Kotter
Inc. (2014) recommends recruiting members in various levels of the hierarchy to assist in
guiding change is the second step in this process. When creating this team, it is important to
choose members who are in positions of power, have relevant expertise, are respected and

103
credible, and have strong leadership skills (Kotter Inc., 2014; Appelbaum et al., 2012). While it
is imperative that members with organizational power are involved, it is also important to adhere
to the GLD model (Ibrahim, 2017) and empower frontline workers to bravely lead and embrace
the change efforts (Appelbaum et al., 2012).
This change plan will enlist the help of various members of the SHS Leadership Team
and teachers who Deszca et al. (2020) would consider capable champions. These capable
champions will be teachers who have expressed interest in leading innovation and modernization
in the August 2022 workshop. The coalition will consist of a maximum of 10 dedicated members
(Deszca et al., 2020) and begin to establish and build teacher leadership (Cheung et al., 2018;
Killion et al., 2006). This coalition will be referred to as the Innovative Learning Team (ILT).
The ILT will commit to creating a strategic vision for the desired future state of SHS after
obtaining qualitative data regarding the change process. While Kotter Inc. (2014) makes no
mention of this strategic vision being collaborative in nature, there is evidence to suggest that
when members co-create a shared vision, all have a vested interest in the change (Deszca et al.,
2020; Robertson 2007; Burke, 2018). This shared vision must be clear and structured, as large
change plans often become convoluted and tend to move off the envisioned path (Appelbaum et
al., 2012). Kotter Inc. (2014) outlines seven characteristics of a successful strategic vision the
ILT will take into account during the vision’s creation: communicable, desirable, create a verbal
picture, flexible, feasible, imaginable, and simple. Additionally, special consideration will be
brought to the emotional impact of this vision and create plans to support the inevitable
difficulties of change (Burke, 2018; Karakas & Sarigollo, 2013).
The ILT will then communicate their call to end teacher isolation at SHS through the
establishment of Professional Learning Communities (PLC; Davidson & Dwyer, 2014; Schickte
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et al., 2005) and through this collaboration, teachers will create a culture of innovation and
learning through professional development structures that will help teachers meet the needs of
their 21st century students.
Before planning avenues of communication, it is important to ensure the message and
method of communication honours Indigenous audiences. The ILT must consider aspects of
communication that honour treaty land, use correct terminology, and attention should be brought
to diversifying how messages are disseminated (Williams, 2022). This step helps the ILT to
Indigenize practice as well as incorporate and model the changes teachers are being asked to
make.
Kotter’s (1995) original ESP highlights the need for communication, however this step is
overlooked in an updated ESP version. Kotter’s (2014) updated ESP version, or acceleration
version, does not explicitly discuss the importance of communicating the change plan, but many
scholars agree, including Kotter himself, that effective change communication is too important to
be ignored (Shaw, 2005; Frahm & Brown, 2007; Marques Simoes & Esposito, 2014). Frahm and
Brown (2007) even suggest weekly meetings to discuss the change process to allow employees
to connect with change on an emotional and psychological level, since positive emotions
regarding the change and change process are more likely when their involvement and feedback
was sought and acted upon (Appelbaum et al., 2012; Frahm & Brown, 2007). This open
communication is congruent with an ethical change plan (Burns, 2009), as well as the cultivation
of informal leadership within the SHS (Cheung et al., 2018). In the critical study of Kotter’s
ESP, Appelbaum et al. (2012) point out communication must be ongoing to the point of being
repetitive. Repetition has strong effects on memory and allows members of the organization to
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recall the vision and change plan, while the ongoing nature of the message communicates its
importance (Deszca et al., 2020; Appelbaum et al., 2012; Hintzman et al., 1992).
A strong inclusive communication strategy will be a priority for this change plan.
Additionally, as evident in the adopted leadership framework (Ahmed, 1998; Lang et al., 2018;
Mumford & Licuanan, 2004; Dobbs, 1993; Karakas & Sarigollo, 2013; Cheung et al., 2018;
Killion et al., 2006), both innovative and compassionate leadership models incorporate aspects of
ethical change and its importance in effective change. Being open, honest, and forthcoming
about the reasons behind change, the vision for change, and the change process will allow
teachers to see this change as positive and the change leaders as credible (Burns, 2009; Karakas
& Sarigollo, 2013; Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004).
Collective Action
The ILT and SHS will work together to incorporate meaningful collaboration within their
weekly practice with the goal of aligning their practice with a 21CME and Living Schools Model
(O’Brien & Howard, 2020). The learning within the PLCs (Antinluoma et al., 2018; Admiraal et
al., 2021; Schaap & de Bruijn, 2017; Hallam et al., 2015; Harris et al., 2018; Vangrieken et al.,
2015) will adopt a theory-based approach to change (McLaughlin & Mitra, 2002) which is the
belief teachers must understand more than the tangible practices that allow for modernization,
but the theories and reasons behind why these practices are used. This empowers SHS teachers to
understand why and how to use student-centered practices in their own context, with their own
adaptations, in any teaching scenario they encounter (McLaughlin & Mitra, 2002). Within this
phase, one will see the teachers of SHS use this theory to take risks, try new innovations, and
take on leadership roles. Large or small empowering opportunities have deep effects on the
satisfaction and confidence in the change process, as this allows members to feel in control of the
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process (Appelbaum et al., 2012). This empowerment will be cultivated through innovative
leadership (Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004) to grow teacher
leadership (Harris & Muijs, 2003; Cheung et al., 2018; Killion et al., 2018) at SHS.
Throughout the first school year of implementation, SHS teachers will be encouraged to
set small achievable goals that are celebrated with staff. These small wins encourage teachers the
change process is working, and their hard work is paying off (Appelbaum et al., 2012). This
builds the confidence and momentum that will lead to a more permanent change in culture and
practice within SHS. As per both Kotter (1995) and the tenets of innovative leadership (Ahmed,
1998; Lang et al., 2018; Mumford & Licuanan, 2004), employees must be recognized and
celebrated for their efforts when wins are noticed. These wins must be communicated in a
tangible way as to ensure reproduction, so further changes can be built (Kotter, 1995; Kotter Inc.
2014).
SHS Cultural Change
This OIP’s solution will be implemented over four school years. During year four and
onward the aforementioned practices should be embedded into SHS’s culture. Creating
permanent change in structure, culture, and practice will take place when all members of SHS
adopt a Continuous Improvement philosophy (Singh & Singh, 2019), which could take more
than the planned four years.
A challenge to this step in Kotter’s (1995) ESP is the high leadership and teacher
turnover rate within HSD due to an internal Transfer Policy. Leaders typically stay in schools
two to four years before moving onto another school. Teachers typically spend seven to 10 years
in one school before being moved to another within HSD. While this policy is not always strictly
enforced or publicly available, teachers who work at HSD are very aware and have direct or
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indirect experience with it. While this could be an underlying issue when considering this PoP,
the ability to change this policy falls far outside the scope of this OIP. It will be the goal of this
change plan to work within this organizational policy to create change that lasts throughout the
various educator and leadership changes.
Short Term Goals: 18 to 24 Months
The short-term goals of this solution will target the first 18 to 24 months. In the short
term, SHS teachers will be challenged to think about education and learning differently.
Collaboration is not the norm at SHS and the idea of it will confront many underlying values,
beliefs, and comfort levels. The ILT will encourage teachers to focus on their strengths and begin
to critically reflect and set goals that align with a 21CME (Bouskila-Yam & Kluger, 2011;
Blundo, 2001; Hammond & Zimmerman, 2012; Saric & Steh, 2017; Akella et al., 2021). In order
to gauge success in the short term, the focus will be on working relationships with PLCs;
engagement in discussion protocols (Katz et al., 2018), critical reflections and goals setting; and
decisions regarding teacher-centered professional learning models, such as Collaborative Inquiry
(DeLuca et al., 2015). As this process will be a monumental shift in the way professional
learning is executed, the short-term goals will reflect the readiness of SHS.
Mid-Term Goals: 12 to 24 Months
The midterm goals of this change plan will target the following one to two school years
and see SHS teachers’ comfort levels with the process increase; a surge in lively and focused
collegial discussions regarding professional goals, pedagogy, and practice impacting SHS’s
culture; teachers will begin to use new learning and theory-based 21CME practices (Kereluik et
al., 2014; Quinn et al., 2020, 2018) within the classroom; and teachers, the ILT, and school
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leadership will begin to see a rise in students familiarity and success regarding 21CME
competencies.
Long-Term Goals – 12 months and Beyond
The long-term goal of this change plan is to see SHS teachers embrace Living Schools
(O’Brien & Howard, 2020) and 21st century teaching and learning practices while continuing to
grow through collaborative learning, which is expected to flourish the following school year and
beyond. The outcomes of this goal will see all students experiencing a robust 21st century
education where students learn 21CME competencies in student-centered environments. These
learning environments will reflect the needs of today’s students, including Indigenous students
(Munroe et al., 2013; Docherty-Skippen & Woodford, 2017; Cajete & Pueblo, 2010; Lakehead
Public Schools, 2019; Poitras Pratt et al., 2018), and the demands of the 21st century workplace
and beyond. Additionally, it is the goal to see this model be adopted and supported by all high
schools in HSD, using SHS as a pilot program. This will allow all high school students of HSD
to gain the benefits of a 21CME and become more competent and competitive on the national
stage. Overall, this change plan is expected to be in motion for a minimum of four school years
before Kotter’s (2014) final step takes hold.
Possible Challenges
The status quo has had a grip on SHS for countless years in leadership and teaching staff.
There are challenges regarding scheduling, meeting time, workload, low trust and morale among
staff and leadership, and resistance. Much of this can be mitigated through an effective
communication strategy and strong use of the applied ICTLF. It is imperative the ILT meet each
teacher where they are on their innovation journey (Deszca et al., 2020). For some teachers, large
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scale changes are immediately possible; for others, simply participating in collaboration will be a
success.
An additional challenge will be to procure funding to cover the costs of the resources
needed for each phase, be it literature, class coverage, or compensation for any hired experts.
Appendix I outlines the specific challenges and potential solutions regarding the need for
resources.
Limitations
This plan is not a one-size-fits-all change plan and relies heavily on the collaboration of
SHS teachers. There will be teachers who choose not to participate in this change plan and, aside
from encouragement, there will be little in the way of consequence. Additionally, as mentioned
in previous sections, while this change plan finds connections between a 21CME and Indigenous
education, they are two different educational models, both important and worthy of wide-spread
implementation (Munroe et al., 2013; Docherty-Skippen & Woodford, 2017; Cajete & Pueblo,
2010; Lakehead Public Schools, 2019; Poitras Pratt et al., 2018).
Stakeholders
This implementation plan relies on four stakeholder groups: School leadership, the ILT,
SHS teachers, and SHS students. School leadership provides approval and support; the ILT
provides leadership, structure, and guidance; SHS teachers immerse themselves in collaborative
professional learning and implement new strategies; and students learn within a 21CME.
Monitoring and Evaluating
The PoP within this OIP highlights the need to close the gaps between SHS’s current
educational practices and a 21CME as outlined within Chapter 1. The purpose of this section is
to provide a framework to monitor and evaluate this process as it unfolds within SHS and use the

110
findings to not only make continual changes and improvements, but to evaluate the plan’s
effectiveness as a pilot program for future use in HSD. Monitoring and evaluating (M&E), while
similar, are used for two different functions. This section outlines the difference between the
two, the process and purpose of monitoring and evaluating, and the tools that will be used during
this process.
Leadership Connections
The creation and process of an M&E plan harnesses the power of this OIP’s leadership
framework, the ICTLF (Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004; Dobbs,
1993; Karakas & Sarigollo, 2013; Cheung et al., 2018; Killion et al., 2006). The entire process
hinges on SHS teachers embracing a lead where you stand mentality and empowers individuals
to not only be a part of the necessary ongoing change towards a 21CME, but to play a pivotal
role in guiding the way this change is implemented (Harris & Muijs, 2002; Killion et al., 2016).
Many scholars, including Katz et al. (2018) and Burke (2008), believe providing voice during
change mitigates resistance and capitalizes on the human capital within SHS. Innovative leaders
within the ILT will use monitoring and evaluation tools to encourage and celebrate collaboration,
creativity, and risk taking (Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004).
Finally, a compassionate approach (Dobbs, 1993; Karakas & Sarigollo, 2013) will help support
and guide teachers who are at varying levels of readiness through collecting and evaluating data
using a strength-based approach (Bouskila-Yam & Kluger, 2010; Alberta Mentoring Partnership,
n.d.).
Monitoring versus Evaluating
Monitoring is a process of collecting information that determines if objectives are achieved
(Otieno, 2000; Markiewicz & Patrick, 2016). The purpose of monitoring is to provide the ILT
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the ongoing status of implementation in order to improve the process in real time. Monitoring
uses qualitative and/or quantitative data collection methods that give change leaders an
understanding of the growth of the chosen measurables (Markiewicz & Patrick, 2016).
Evaluation is using the data collected from the monitoring system to analyze the impact of
the change (Otieno, 2000). Evaluation happens less frequently, as it is necessary to have a larger
body of data to ensure evaluations are accurate. It is the evaluation phase that answers initial
questions or provides feedback to the success of the outcomes posed at the beginning of this
process (Markiewicz & Patrick, 2016).
The monitoring process will be of focus during this change plan, as the change from the
use of factory modeled practices to 21st century practices is not only a shift in behaviour, but a
belief system (Mujis & Reynolds, 2015; Bangs & Frost, 2012; OECD, 2009). As discussed, this
implementation plan will have a strength -based focus (Bouskila-Yam & Kluger, 2011; Blundo,
2001; Hammond & Zimmerman, 2012), as teachers’ growth and the cultivation of a positive
collaborative learning culture is essential in addressing the PoP. This plan is seen in the program
theory (Markiewicz & Patrick, 2016) in Figure 14. This monitoring system will encourage
teachers to take pedagogical risks within the classroom and engage in collaboration with ongoing
support and encouragement. The monitoring system will also be used to celebrate teachers who
are engaging, attempting, and achieving their 21CME-focused professional goals. This stated is
not to dismiss the importance of the evaluative phase, as it will provide information as to the
bigger picture and the overall effectiveness of the change process.

112

Figure 14
SHS Program Theory

Note. This program theory suggests teacher collaboration builds a learning culture and fosters the
capacity of a 21CME. This leads to the implementation of 21CME practices within the
classroom and ultimately has an impact on student growth in the 21CME competencies.
Monitoring and Evaluation Framework
The monitoring and evaluation framework in use for this OIP is the Deming Cycle, or
PDSA (The Deming Institute, 2022; Pietrzak & Paloszkiewicz, 2015; Moen and Norman, 2016),
as seen in Figure 15. PDSA stands for Plan the change; Do, or implement the change; Study the
effect, and Act on the data (The Deming Institute, 2022; Pietrzak & Paloszkiewicz, 2015; Moen
and Norman, 2016; Evans et al., 2012). Deming’s PDSA model has evolved to include additional
framework called Model for Improvement. Within this framework, change agents must ask
themselves:
•

What are we trying to accomplish?

•

How will we know that a change is an improvement?

•

What changes can we make that will result in an improvement? (Moen and
Norman, 2016)
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These questions are intended to be addressed each time the PDSA Cycle begins, before
the Plan phase and after the Act phase (Moen & Norman, 2016). This model allows for the ILT
to assess growth and innovation at SHS using small scale changes in order to build capacity and
a learning culture among the staff of SHS over time. Using a PDSA model, the impediments of
change can be targeted and rectified while the impacts of the changes can be documented to give
stakeholders confidence in continue enacting change within SHS and eventually on a larger stage
within HSD. This model will also encourage smaller changes with a larger vision in mind.
Teachers at SHS will be more likely to embrace incremental and iterative change to their daily
professional lives than an abrupt change.
Figure 15
Deming’s PDSA Cycle

Note. The figure is adapted from Deming’s PDSA Cycle (Moen & Norman, 2016).
While this framework is simplistic in nature, it is important to use it earnestly. The PDSA
model was created to disrupt systems and procedures that hinder the success of the intended
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outcomes. Each PDSA cycle will allow for Single and Double Loop learning (Williams &
Brown, 2018; Cartwright, 2002; Evans et al., 2012). The Single Loop learning will allow for
small fixes to the process, where double loop learning will ask the ILT to rethink and reimagine
the larger, more impactful areas of the change plan (Williams & Brown, 2018; Cartwright, 2002;
Evans et al., 2012). The ILT must be brave and humble enough to take the feedback given by the
various stakeholders and make the required changes. The framework is also intended to be an
iterative process to monitor and evaluate the change strategy (The Deming Institute, 2022;
Pietrzak & Paloszkiewicz, 2015; Moen and Norman, 2016). The M&E process of this OIP will
consist of a minimum of four PDSA cycles spanning as many school years. Cycle one will
consist of a planning and test cycle as the ILT create a PLC to develop a collaborative working
relationship, research, gather data, and create a shared vision for the upcoming school year.
Cycles two, three, and four will take place during the subsequent school years, beginning in
August and ending in June, as seen in Appendix J. This change plan will address cycles one and
two, as the following cycles will honour the intentions of the PDSA approach and will be
determined by the ILT based on the progress and data gathered from the previous year. The team
will reflect on Kotter’s ESP (2014) and the information from the PDSA cycles to refine and
improve the model for use in the upcoming school year, as seen in Figure 16.
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Figure 16
PDSA Cycles in Action

Note. This figure shows the ongoing use of Deming’s PDSA Cycle, adapted from Moen and
Norman, 2016. Each cycle begins with an objective and flows through the PDSA Cycle. Once
one cycle is complete, the data collected is evaluated and the change process is improved,
resulting in higher levels of 21CME capacity and learning culture over time. Four cycles are
anticipated.
Monitoring and Evaluating: Plan
M&E planning will take place within the first PDSA cycle (The Deming Institute, 2022;
Pietrzak & Paloszkiewicz, 2015; Moen & Norman, 2016) and step two of Kotter’s ESP (2014).
Much of the planning must be completed collaboratively with the ILT, as the voice of
stakeholders is important to any change process (Burke, 2018). The ILT will focus their attention
and Deming’s Model for Improvement (Moen & Norman, 2016) and create the objectives and
indicators of success (Markiewicz & Patrick, 2016).
Measurement tools
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When considering how data will be collected and used, this OIP adopts a pragmatic
worldview. A pragmatic worldview entails relational epistemology, a non-singular reality
ontology, a mixed methodology approach, and a value-laden axiology (Kivunja & Kuyini, 2017).
This essentially means that a research project is created using both qualitative and quantitative
data, knowledge is co-constructed through the relationships among people and the existence of
their surroundings, individuals have varying understanding and interpretation of reality, and
overall the research that is being done is to benefit people (Kivunja & Kuyini, 2017). Kivunja
and Kuyini (2017) state using a pragmatic approach provides:
practical and pluralistic approaches that could allow a compilation of methods that in
conjunction could shed light on the actual behaviour of participants, the beliefs that stand
behind those behaviours, and the consequences that are likely to follow from different
behaviours. (p. 35)
Within the context of this OIP, this paradigm will allow for the ILT to evaluate the
culture, epistemic beliefs of teachers, and the tangible actions and outcomes that come with this
change process.
Pragmatism allows for a mixed method research approach, where research will consist of
both qualitative and quantitative data collection methods (Cawsey, 2014, Markiewicz & Patrick,
2016). Quantitative data will be obtained through surveys, assessments, and feedback forms,
where qualitative data will be obtained through classroom observation, narrative studies,
interviews, and PLC meeting minutes. Monitoring and evaluating will be done using a QuasiExperimental method called Reflexive Comparison. The Reflexive Comparison is when baseline
data is taken before the change process and a repeat study is done after the change process
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(James et al., 2017). This Reflexive Comparison study will take place at various checkpoints
during the school year to obtain and compare short- and long-term data.
Monitoring and Evaluating: Do/Study
The following school year, in cycle two of PDSA, SHS teachers will be formally
introduced to this change plan and begin to engage in collaboration through PLCs and whole
staff workshops. The initial goals of this change plan will be to create urgency and awareness
(Kotter, 1995) around the need for a student-centered 21CME, the potential of Living Schools
(O’Brien & Howard, 2020) and the notion that teacher collaboration breeds school innovation
(Charteris et al., 2021; DeLuca et al, 2014). Throughout the school year, teachers will embrace
these ideas at their own level with the support of their PLC, colleagues, and the ILT. The
monitoring process is where the ILT will observe and compare levels of teacher engagement,
teacher growth in practice, the cultivation of a culture of support and learning, and student
growth in the 21CME competencies from the beginning of the year to the end. Additionally, an
ongoing monitoring system allows for small changes to be made in real time to support teachers
on a continuing basis.
The evaluation process will take the above-mentioned data obtained and report to school
leadership and SHS teachers. The ILT will create reports to compare the baseline data to the
repeat study data. This will allow teachers to tangibly see growth, celebrate wins, and have
information to use to create new goals for the coming school year.
Monitoring and Evaluating: Act
The ILT will use the reports created to see where teachers are finding success, where
teachers need more professional learning, encouragement, or support; where the plan needs
improvement; and the overall impact of this change plan on students (Markiewicz & Patrick,
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2016). The changes will be made and tested within the next PDSA cycle. Teachers will also be
able to act on the data reported through their work in their PLCs.
Challenges
Through the COVID-19 pandemic the change readiness of SHS leadership and teachers
has been in flux, as teachers are experiencing higher levels of distrust, anger, burnout, and low
morale. When implementing, monitoring and evaluating this process, it is important to meet SHS
teachers where they are at. The ILT must take this into consideration and move the change
process at the pace SHS teachers are ready for and highlight the efforts and wins teachers have
made on an ongoing basis. When considering this within this M&E plan, the four PDSA cycles
may be added to. Speed is not the goal, steady growth is (Singh & Singh, 2012; Jain &
Martindale, 2012).
Communication of Change
Communication is an integral part of any change process, not only to relay information, but
communication has the power to ensure ethical processes and readiness while mitigating
resistance (Shaw, 2005; Frahm & Brown, 2007; Marques Simoes & Esposito, 2014). When
considering the construction of an effective communication strategy, the Innovative Learning
Team (ILT) must consider all means of communication. This includes verbal and written
communication, but also gestures, actions, and behaviours (Marques Simoes & Esposito, 2014).
The current communication strategy relies on one-way communication through staff meetings,
emails, and memos. This section will outline a new approach to communication within SHS that
will support the success of this change process.
The communication strategy for this OIP will opt for a constructivist approach where
teachers work together with the ILT through discourse, dialogue, and feedback to communicate
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and implement change on an ongoing basis (Frahm & Brown, 2007). A constructivist approach
with person-centered messaging (Delia & Griffin, 2021) is consistent with the ICTLF (Ahmed,
1998; Lang et al., 2018; Mumford & Licuanan, 2004; Cheung et al., 2018; Killion et al., 2016;
Dobbs, 1993; Karakas & Sarigollo, 2013) and a grassroots change model (Ibrahim, 2017). This
approach encourages the voice of the stakeholders, in this case teachers, to be assets during this
change and encourage widespread empowerment (Lewis, 2019), aiding to stronger opportunities
for teacher leadership (Harris & Mujis, 2003; Bond, 2022; Cheung et al., 2018; Killion et al.,
2016).
Leadership Connections
Each model of the ICTLF (Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004;
Dobbs, 1993; Karakas & Sarigollo, 2013; Cheung et al., 2018; Killion et al., 2006) impacts the
communication of change differently. The culmination of each leadership perspective will allow
for a holistic communication strategy that adheres to the ethical, socially just, and collaborative
nature of this OIP, as seen in Figure 17.
Figure 17
Leadership Communication Framework
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Note. This figure outlines the three aspects of the adopted leadership framework and how these
leadership approaches reflect the modes of communication needed within this change plan.
Compassionate Communication
Compassionate leadership is concerned with how the message of change is framed.
Compassionate Communication (CC) (Miller, 2007; Burrows, 2004; Cuthbertson, 2021)
prioritizes the emotional needs of all stakeholders and the purpose, tone, and intention of every
aspect of the communication strategy. CC utilizes Delia’s (2001) person-centered messaging,
tailoring the message to the specific stakeholder to foster greater authenticity, empathy,
understanding, and harmony in communicating change (Miller, 2007; Burrows, 2004;
Cuthbertson, 2021). It focuses on noticing, feeling, and acting through asking questions and truly
listening to the answers of stakeholders and offering support or practical assistance (Miller,
2007). The communication strategy created for this OIP will prioritize stakeholders needs,
choice, and requests through empathetic collaboration and authenticity (Cuthbertson, 2021).
Appendix K outlines how leaders can prepare themselves to employ CC within their leadership.
Symmetrical Communication
Steyn (2003) offers a communication approach that capitalizes on the talents, experience,
and expertise of the members of an organization called the Corporate Community Approach
(Steyn, 2003). This approach prioritizes pragmatic, two-way relationships among members and
leaders utilizing both upward and downward communication and feedback, which is also
referred to as symmetrical communication (Ophelia & Hidayat, 2020; Neill, 2018; Steyn, 2003).
Due to the democratic and transparent nature of this approach, this strategy prioritizes ethical
change practices while elevating the voices of SHS teachers and empowering them to become
more involved in all aspects of the change process (Neill, 2018). This involvement is an example
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of teacher leadership, as teachers will work in an environment where their leadership is
encouraged and valued (Bangs & Frost, 2012; Harris & Mujis, 2003; Bond, 2022; Cheung et al.,
2018; Killion et al., 2016). Symmetrical communication will be applied through dialogue,
conversation, meetings, and monitoring and evaluation processes. This communication strategy
will adhere to a socially responsible approach where symmetrical communication among SHS
teachers, leaders, and ILT members is prioritized (Turkel & Akan, 2015; Ophelia & Hidayat,
2020; Neill, 2018; Steyn, 2003).
Innovative Communication
Innovative communication encourages leaders to be open to new avenues of
communication with all stakeholders, including teachers, students, and families. These avenues
consist of traditional top-down methods, such as informational lectures, meetings, emails, and
formal letters and less traditional methods such as informal conversations, requests for ongoing
feedback, measurements of behaviours and attitudes, social media, among others (Ackermann,
2013; Danias & Kavoura, 2013; Zerfass & Huck, 2007). This method of communication seeks to
motivate, inspire, and grow stakeholders’ loyalty and excitement for the change process
(Ackermann, 2013). The abovementioned symmetrical communication strategy (van Ruler,
2021; Neill, 2018; Steyn, 2003) utilizes innovative leaders’ relationships and trust among staff,
courage and humility, inspirational and motivational behaviours, and their ability to create and
“put faith in a culture that magnifies upward communication” (Innowork, 2014, p. 7). The ILT
will form close relationships with SHS teachers to effectively collaborate, communicate, and
learn together (Innowork, 2014).
Innovative leaders (Kitana, 2016; Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan,
2004; Paxton & Van Stralen, 2015; Ubaidillah et al., 2018) also lead for innovation and the way
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they frame this message can cultivate the necessary urgency Kotter (2014) expresses in his EPS.
According to Quantified Communications (n.d), innovation leaders, such as the ILT,
communicate in ways that ignite their followers. First, the ILT must establish themselves as
experts in the field and the change initiative to build trust among SHS teachers. When
communicating with school leadership and SHS teachers, the ILT will express passion and
enthusiasm for the desired outcomes of change; appeal to teachers’ logic, instinct, and emotion;
and use present tense language in order to express the imminent need for change (Quantified
Communication, n.d).
Building Awareness
The first step in Kotter’s (2014) ESP is to build urgency, which comes from an awareness
of the need for change. This awareness is built through an intentional communication strategy.
This change plan asks the change leader to build awareness of the need for change in three
stakeholder groups: School leadership, the ILT, and SHS teachers. This plan aligns with the
vision for change and SHS’s Strategic plan and is the bases for the Knowledge Mobilization Plan
(KMb) (Briscoe et al., 2015). A high level KMb table is outlined in Appendix J.
Knowledge Mobilization Plan (KMb)
A Knowledge Mobilization Plan (KMb) uses scholarship and research results as a way to
create new knowledge with practical applications. The importance of a KMb in this context is to
translate the educational scholarship provided through this OIP to develop tangible, practical,
and evidence-informed solutions within SHS. It is imperative all stakeholders of SHS to become
Research Impact Practitioners in order to embrace the academic research to create an impact on
current SHS teacher practice and professional learning (Bayley et al., 2018). This KMb plan
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outlines a series of techniques that will be used to connect the scholarly research collected in this
OIP with the changes and practices SHS will engage in (Ontario Center for Excellence, 2019).
There are many media options when considering KMb including face-to-face,
engagement techniques, web based, among others. The SHS KMb will utilize the three named
media. The face-to-face method of KMb will be to make connections between research and
practice through workshops, PLCs, presentations, and meetings. Engagement techniques, such as
interviews, consultations, and mentoring will also be used. Finally, teachers and leaders of SHS
will make these important connections through web-based platforms like email communication,
videos, TED Talks, and online articles (Carleton, n.d).
Another consideration when mobilizing knowledge is targeting the right stakeholders.
This section outlines how each stakeholder group will be targeted using the KMb techniques
mentioned above.
Building Awareness in School Leadership. As leadership support is important (Deszca
et al., 2020), the change leader must successfully convince the principal and vice principal this
problem is severe and urgent enough to make the necessary structural changes to teacher’s
schedules and allow time within existing professional development days for this initiative. The
change leader will communicate this need by writing and presenting a formal proposal based on
this OIP. This proposal will allow space for input from school leadership. The change leader will
be sure to have examples of changes needed within the classroom and establish herself as an
expert in this problem and its solution (Quantified Communication, n.d). The message will be
framed through leadership, structural, and strategic planning lenses. The change leader will
express the gaps and desired outcomes for the change process and how this will impact student
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achievement, staff culture, and further SHS’s commitment to the TRC (NCRT, 2022; Hogue,
2016).
Possible response and questions. School leadership will be particularly interested in how
this plan directly connects to the Ministry of Education and SHS’s Strategic Plan (SMoE, 2021)
and Truth and Reconciliation (NCRT, 2022; Hogue, 2016), as this is the basis for all work done
with HSD. Concerns around adding to teacher workload, dealing with resistant teachers, and
difficulties around time structures will also likely be addressed. It is also possible the school
leaders will acknowledge some details of the PoP and dismiss others, which is something the
change leader must be able to speak to.
Building Awareness in the Innovative Learning Team. The Innovative Learning Team
(ILT) will consist of teachers and members of SHS’s leadership team who already have a passion
for innovation (Deszca et al., 2020). The goal of bringing awareness to this team will be to unite
the group’s ideas of the need for a 21CME and to create a common vocabulary and focus. The
change leader will communicate the need for change through the same proposal presented to
school leadership with a focus on the needs of teacher and student, rather than structural needs.
This presentation will be part of a larger workshop where the ILT will have the opportunity to
review the research, ask questions, share opinions, and critically reflect. Once again, it is
important to practice compassionate and symmetrical communication, as the voice of this team is
imperative to the change process (Turkel & Akan, 2015; Ophelia & Hidayat, 2020; Neill, 2018;
Steyn, 2003; Cheung et al., 2018; Killion et al., 2016; Miller, 2007; Burrows, 2004; Cuthbertson,
2021). This message will be framed through student focused and culture focused lenses.
Teachers overwhelmingly want to do right by their students and feelings of professional success
is often tied to their students’ success (Snyder, 2017). Choosing to focus on the needs of students
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will connect with the ILT professionally and emotionally. It is also important to address teacher
isolation, which is known to create job dissatisfaction, burnout, and stagnation, and how this
change plan will improve the working lives of teachers while supporting their professional
learning (Schlichte et al., 2005; Ostover-Nameghi & Sheikhahmadi, 2016; Davis, 1987).
Possible response and questions. While the ILT will be composed of teachers and
leadership who are interested in innovation, their vision for what needs to change might differ.
This could lead to clashes in epistemic beliefs and ideology. Additionally, the ILT may have
questions surrounding the collaboration process, as this could require more time and energy from
teachers. It will be important for the change leader to go through the details of this process, be
open, honest, and forthcoming about all aspects (Shaw, 2005; Frahm & Brown, 2007; Marques
Simoes & Esposito, 2014). This will begin to mitigate resistance within the ILT and give the
change leader a realistic understanding of the levels of resistance teachers might pose (Shaw,
2005; Frahm & Brown, 2007; Marques Simoes & Esposito, 2014; Burke, 2018).
Building Awareness in SHS Teachers. The change this OIP is proposing requires
teachers to be involved and engaged from the onset. The voice and engagement of teachers
moving through this proposed process is the only way this plan will find success (Ibrahim, 2017;
Diaz-Maggioli, 2004; Quinn et al., 2020). The ILT will build awareness of this problem through
an awareness campaign that will communicate the immanent needs for SHS to evolve. This
awareness campaign will consist of posters, emails, conversations, announcements, and a
workshop that will allow teachers to understand the problem holistically. Repeated exposure to
the problem will help teachers remember and understand the gravity of the problem and begin to
increase their readiness for change (Deszca et al., 2020; Appelbaum et al., 2012; Hintzman et al.,
1992). The workshop will allow teachers to engage with the research, reflect on their practice,
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share their opinions, and ask questions. Compassionate communication is of the utmost
importance during this process as the ILT does not want to appear to blame, chastise, or devalue
the teachers of SHS or the work they have done in the building for years (Miller, 2007; Burrows,
2004; Cuthbertson, 2021). The message will be carefully crafted to encourage teachers to reflect
on their practice, build on their strengths, and be open to trying new innovations. Teachers will
be asked to embrace the Continuous Improvement philosophy (Lahy & Found, 2015; Singh &
Singh, 2013; Evans et al., 2012) and take small, manageable steps toward individual professional
goals that align with the strategic goals outlined by the ILT. It will be stressed that teachers are
not expected to uproot their entire practice and start anew, but to embrace targeted professional
learning that connects to the needs of their students (Singh & Singh, 2013).
Possible response and questions. While many teachers at SHS will be enthusiastic about
this shift toward innovation, there is no doubt some teachers of SHS will be hesitant, skeptical,
and perhaps downright furious about the suggestion their practice needs to change. Many
questions surrounding purpose, structure, workload, professional freedom, and plan worthiness
will be asked, and strong, clear answers will be demanded. Teachers may also respond through
non-verbal methods by outright refusing to participate. The ILT must be prepared to deal with
intense emotions and create plans to walk teachers slowly and deliberately through the change
process, give them space to share their feelings, and genuine opportunities to share their thoughts
(Frahm & Brown, 2007). This stage of the communication strategy will embrace all tenets of the
ICTLF (Ahmed, 1998; Lang et al., 2018; Mumford & Licuanan, 2004; Dobbs, 1993; Karakas &
Sarigollo, 2013; Cheung et al., 2018; Killion et al., 2006). Teacher resistance is anticipated to be
the largest hurdle of the entire change process.
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Communication Methods
Communication has the power to make or break innovation and change in organizations
(Lewis, 2019). Effective communications strategies and knowledge mobilization plans, see
Appendix J, will be crucial to this change plan’s success.
Communication Phase One
Kotter’s (2014) steps one to three require the change leader and ILT to build awareness,
interest, buy-in, and support through micro communication channels (Deszca et al., 2020;
Ackermann, 2013; Danias & Kavoura, 2013; Zerfass & Huck, 2007). These channels include
conversations, formal and informal meetings, announcements during staff meetings, emails,
posters, voluntary meetings, professional learning opportunities, and whole staff workshops. This
phase will focus on face-to-face communication as Deszca et al. (2020) suggests it is most
effective.
Communication Phase Two
Kotter’s (2014) steps four and five require the ILT to expand awareness of the problem and
possible solutions; share additional information regarding changes to the process, requests for
feedback, professional learning opportunities, etc.; and begin to celebrate early adopters and
successes seen in PLCs and SHS classrooms (Deszca et al., 2020). Emails, face-to-face
conversations, shout outs, announcements, monitoring and evaluation methods, and PLC minutes
will be among the many communication channels that will be utilized during this phase.
This phase will also see meso communication (Zerfass & Huck, 2007) through emails,
newsletters, and school website posts for families of SHS students. These messages will share
the work teachers are doing to provide students with a 21CME and how to support this learning
at home.
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Communication Phase Three
Kotter’s (2014) steps six and seven will see communication flow regarding current
activities, ongoing changes, feedback opportunities, next steps, and continued recognition and
celebration. In addition to the channels already mentioned, recognition and celebration will be a
key aspect of this communication phase (Deszca et al., 2020; Andrews, 2011; Movsessian, 2018;
Khan, 2011). Appreciation from leadership, ILT, and fellow colleagues will be communicated
through acts of kindness, small perks, prizes, and whole staff celebrations (Khan, 201l;
Movsessian, 2018). It will be the duty of the ILT to connect this change process with joy,
collegiality, and pride. These communication methods will impact the culture of SHS and
encourage ongoing learning to take place.
Communication Phase Four
Kotter’s step eight will confirm accomplishments through monitoring and evaluation data,
reinforce change, continue to celebrate and recognize teacher’s efforts, and create goals for
ongoing change (Deszca et al., 2020). This phase will continue using the communication
channels in previous phases, while beginning to include senior HSD leadership. In order to
imbed this change into the culture, it must move from micro communication, the SHS
community to macro communication, HSD (Zerfass & Huck, 2007, Ibrahim, 2017; Kotter 2014;
Deszca et al., 2020). Proposals, presentations, observations, formal meetings, email
correspondence, and other formal channels will be used in this transition.
Next Steps
This OIP has the potential to change the way professional learning is administered,
educators teach, and students learn within SHS. It is important that any educational change plan
created for SHS and beyond allows for the success of all students and honours the needs of
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students in the 21st century and Saskatchewan’s ongoing journey toward Truth and
Reconciliation (NCTR, 2022).
While specific to context, this OIP can be used by other change leaders in other HSD
high schools with minor adaptations based on the readiness and talents of teachers and leaders on
staff. ILTs could gather, meet, plan, and create lasting professional learning and practice changes
across Hazelwood, one school at a time. After SHS’s four PDSA cycles detailed above are
complete, HSD will have experienced formal and informal leaders who can support the
innovation plans in any high school. Not only would this transform how students are taught and
how teachers learn but would support HSD’s leadership to recognize and foster leadership in a
different and powerful way.
The next steps in this change journey will be to advocate for a position at the district level
to lead and oversee the change process in all high schools across HSD, using SHS as a pilot
school. This would require full support from all members of HSD, including the incoming
Director of Education. Dedication to this position would require time, money, and ongoing
learning opportunities, but would have the potential to change the way HSD schools educate
Hazelwood children. While one person cannot make large scale change alone, as evident in all
change management literature, one person who has support and adequate resources can
collaborate with other professionals, implement policy, plan and administer ongoing professional
learning, and inspire superintendents, school leadership, and teachers to embrace a 21CME. This
change plan seeks to move HSD toward a Continuous Improvement philosophy (Lahy & Found,
2015; Singh & Singh, 2013; Evans et al., 2012), as education should be at the forefront of
innovation, moving with societal changes, not struggling to catch up. The creation of a formal
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position will ensure HSD will always have 21st century students and innovative educational
practices as a priority and will become a leader among school divisions within the province.
With the additional agency a dedicated position afforded, there could be professional
learning opportunities with educational scholars and speakers, such as Dr. Michael Fullan,
Joanne Quinn, George Couros, or the Living Schools founders Dr. Catherine O’Brien and Dr.
Patrick Howard. This connection with experts in the educational field will solidify the
importance of moving toward a 21CME and build relationships between HSD and the
educational scholar community.
Narrative Epilogue
This OIP emerged out of frustration and disappointment in many educational situations I
found myself in throughout the past several years. I began this journey advocating for Authentic
Learning, highlighting the importance of audience and the power of publishing student work.
While I spoke in conferences and professional development environments about the importance
of this work with wide-eyed, enthusiastic teachers looking back at me, I was often faced with
resistance and hurdles when attempting to incorporate this into my own classroom. This
resistance did not halt me but threw me into the deep world of 21st century learning. As I widen
the depth and scope of my research, it became clear to me Saskatchewan schools are behind.
These schools are behind in pedagogy, leadership, and professional learning structures. I have
been asked by many, how could this be so? In this OIP, I have provided some theories to that
question, but I do feel the real question we should be asking is, how do we move forward? This
was the initial guiding question at the onset of this EdD.
This OIP posits moving forward means moving forward holistically and for the
betterment of every person who engages in this education system, from leaders to teachers to
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students. Moving forward means recognizing our mistakes, unlearning our misconceptions,
honouring our communities, to taking a step forward together. This OIP is not about pointing the
finger at others but holding their hand. One person cannot make large scale change, but together
the reshaping of our classrooms, our schools, and our systems is within our grasp.
Throughout the preliminary research and work on this OIP, there have been significant
efforts on my part to be a strong advocate for change though professional conversations, my
Community of Practice, my own practice, and through the submission of a proposal that
addressed the third solution outlined in Chapter 2. While much of this work is being met with
resistance, I do believe these conversations are important in changing this resistance into interest.
All decisions on models, frameworks, and tools embedded within this OIP use this belief
system as a compass to not only guide SHS and HSD into the future but help them become the
future of education.
Concepts of this OIP have been discussed and presented with my colleagues at the
Saskatchewan Teachers’ Federation Professional Learning team and members of other
Saskatchewan School divisions during a 2022 STF Professional Learning conference. Due to
this, many plans are in place to reconsider what professional learning looks like on a provincial
level and how these learning models can support teachers in collaborative continuous growth
with a 21st century focus. After discussions and collaborative learning with Saskatchewan
educational leaders, both on school and division levels, this OIP is beginning to grow roots
outside of the outlined context. The interest of this OIP outside of HSD will only prove to
strengthen the likelihood of the adoption of this OIP within SHS and allow for change to grow
provincial wide.
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Appendix A: Change Readiness Table
Descza et al.’s (2020) Change Readiness Dimensions Table
Change Readiness

Descza et al.’s (2020) Explantation of

SHS’s Perceived

Dimension

Dimension

Readiness

Trustworthy

“The ability of senior leaders to earn the

Low

Leadership

trust of others and credible show others how
to meet their collective goal”

Trusting Followers

“The ability of nonexecutive to

Medium

constructively dissent or willing to follow
the new path”
Capable Champions

“The ability of the organization to attract

Medium

and retain capable champions”
Involved Middle

“The ability of middle managers to

Management

effectively link senior management to the

Low to Medium

rest of the organization”
Innovative Culture

The ability of the organization to establish

Low

norms of innovation and encourage
innovative activity”
Accountability

“The ability of the organization to carefully

Culture

steward resources and successfully meet
predetermined deadlines”

Medium to High
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Appendix B: Innovative Leadership Norms
Innovative Leadership Norms (Ahmed, 1998)
Innovative Leader Norm
Challenge and belief in action

Freedom and risk-taking

Dynamism and future orientation

Trust and openness

Debates

Cross-functional interaction and
freedom

Key attributes
• Don't be obsessed with precision
• Emphasize on results
• Meet your commitments
• Hard work is expected and appreciated
• Cut through bureaucracy
• Freedom to experiment
• Challenge the status quo
• Expectation that innovation is part of the job
• Freedom to try and fail
• Acceptance of mistakes
• Allow discussion for dumb ideas
• No punishment for mistakes
• Forget the past
• Willingness not to focus on the short term
• Drive to improve
• Positive towards change
• Positive attitude
• Positive attitudes toward change and the
environment
• Empower people
• Emphasis on quality
• Open communication and share
• Communication
• Listen
• Open access
• Accept criticism
• Encourage lateral thinking
• Intellectual honesty
• Expect and accept conflict
• Accept criticism
• Don't be too sensitive
• Move people around
• Teamwork
• Manage interdependencies
• Flexibility
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Norm
Myths and stories
Leadership commitment and
involvement
Awards and rewards

Innovation time and training

Corporate identification and unity

Organizational structure: autonomy and
flexibility

Key Attributes
• Symbolism and action
• Build and disseminate stories and myths
• Senior management commitment
• Walk the talk
• Declaration in mission and vision
• Ideas are values
• Top management attention and support
• Respect for beginning ideas
• Celebrations of accomplishments
• Suggestions are implemented
• Encouragement
• Build in resource slack
• Time
• Opportunities
• Promotions
• Tools
• Infrastructure
• Continuous training
• Encourage lateral thinking
• Encourage skills development
• Sense of pride
• Willingness to share the credit
• Sense of ownership
• Eliminate mixed messages
• Shared vision and common direction
• Build consensus
• Mutual respect and trust
• Concern for whole organization
• Decision making at lower levels
• Decentralized procedures
• Freedom to act
• Expectation to act
• Belief the individual can have an impact
• Delegation
• Quick flexible decision making, minimize
bureaucracy
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Appendix C: Teacher Leadership Factors
Environmental Factors Impacting Teacher Leadership
Teacher Leadership Environment
Supportive Culture

•

Using innovative and compassionate leadership

•

Nurturing, positive, and trusting relationships

•

Risk taking without punishment

•

Sharing ideas

•

Focus on innovation

•

An expectation of support

(Doherty, 2021; Mujis & Harris, 2006)
Innovative Professional

•

Active and collective learning

Learning

•

Professional networked learning communities

•

Coaching, mentoring

•

Action research

•

Authentic professional learning

•

Critical reflection

•

Application of new knowledge

(Mujis & Harris, 2006; Gu & Wang, 2006; Rogers et al.,
2016)
Collective Creativity

•

Bisociation

•

Share ideas

•

Promote a spirit of creativity

(Sanders, 2001; Mujis & Harris, 2006)
Shared Professional Practice

•

Communities of practice

•

Observation of classrooms

•

Shared knowledge, lessons, pedagogical ideas

(Prenger et al., 2018; Mujis & Harris, 2006; Elwood
& Klenowski, 2002)
Recognition and Rewards

•

Support those who struggle
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Teacher Leadership Environment
•

Celebrate small wins

•

Genuine recognition

•

Leadership and collegial celebration

(Muijs & Harris, 2006; Khan et al., 2011)
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Appendix D: Change Framework Pros and Cons
Change Framework Pros and Cons
Change

Pros

Cons

Three Stage

•

Simple framework

•

Oversimplified

Model

•

Relays the importance of

•

Must use complimentary

Framework

establishing a strong sense of
urgency

framework in practice
•

Suggests change is linear

•

Not originally build for
organization change

•

Lacks “cognitive dimension”
(Burnes, 2019, p. 33)

Change Path

•

Model
•

More comprehensive than

•

Three Stage Model

many different aspects under each

Specific about the need for a

heading

strong vision statement and

•

dissemination plan
•

Can get confusing as each step has

Highlights importance of a

Less direction than the Eight-Step
Process

•

Does not address the emotional

change coalition,

side of change

empowerment of members, and •

Suggests change is linear

strong communication
(Deszca et al., 2020; Deszca,
n.d)
Eight-Step

•

Direct and clear

•

Suggests change is linear

Process

•

Easy to follow

•

Highly structured (could be a pro

•

Looks at change from many

or con, depending on

angles

organizational challenge)

•

Addresses motivation

•

Not suitable for innovative work
environments

155
Change

Pros

Cons

Framework
•

Easily used within established
hierarchies

(Appelbaum et al., 2012)
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Appendix E: Solution Options
High Level Assessment of Four Solution Options

Summary of

IPL and Living Schools

Informal

Innovation Consultant

(O’Brien & Howard, 2020)

networking

(HSB)

(SHS)

(SHS)

•

Solution

Create shared vision for

•

Create online

•

Create position within HSB to

change.

community (NLC) of

ongoing -research, plan,

•

Implement in-school PLC’s.

capable champions.

implement, manage, support

•

Common Preps for

Voluntary collaboration

change.

•

members of PLC’s.
•

Teacher-centered

•

Adoption of 21CME and

•

Pilot schools.

Virtually share

•

Long-term solution.

•

Dedicated personnel to support

Voluntary meetings off
hours.

Living Schools
•

•

resources.

Professional Learning
•

and learning.

Differentiated: Give guided
options for those who need

Benefits

•

Ends teacher

•

No structural change or

isolation/promotes

permission needed from

collaboration.

formal leadership.

change from the district level.
•

Potential for wide-spread change.
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IPL and Living Schools

Informal

Innovation Consultant

(O’Brien & Howard, 2020)

networking

(HSB)

(SHS)

(SHS)

•

Support systems created

•

(SST).

Capitalize on change
agents.

•

Builds teacher leadership

•

Limit resistance.

•

Promotes critical reflection

•

Build support system

of practice and
accountability.

•

(SST).
•

Connections and resources from
senior leadership.

•

Create policy and formal
structures or change.

•

Allow for learning to be at all
levels of HSB.

Builds awareness,

•

Grassroots change.

allows for collaboration,

•

Builds culture of innovation

and critical reflection.

approach problem at different
levels from various lenses.

•

and learning.

•

Grassroots change.

Incorporates decolonization

•

Voluntary nature means

practices.
•

•

•

Use various strategies to

Meaningfully dismantle and

we can push change.

decolonize structures and

Incorporates

practices.

decolonization practices.
•

Builds teacher
leadership.

Downsides

•

Only impacts those who

•

Outside of my agency.

adopt weekly meeting

already value

•

Requires significant financial

schedule

innovation.

Requires formal leaders to

•

resources.
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IPL and Living Schools

Informal

Innovation Consultant

(O’Brien & Howard, 2020)

networking

(HSB)

(SHS)

(SHS)

•

Common Prep periods may

•

not be scheduled
•

High levels of teacher

•

resistance.

Possible lack of formal

•

Requires a new position or

leadership support.

restructuring of a current

Might not end in

position.

organizational learning

•

Must hire the right person.

•

Creates vision for change district

(Evans et al., 2012).
•

Does not support all
students.

•

Can only act as a
preliminary act of
change.

•

No real accountability
due to the voluntary
nature

Similarities

•

Creates vision for change.

•

Brings awareness to FME

awareness to the issues

and 21CME.

with FME and benefits

Allows for support to

of 21CME.

•

engage in 21CME practices.

•

For some - Brings

wide.
•

Brings awareness to FME and
21CME.

•

Allows for options on how to
engage in 21CME practices.
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IPL and Living Schools

Informal

Innovation Consultant

(O’Brien & Howard, 2020)

networking

(HSB)

(SHS)

(SHS)
•

Allows for options on
how to engage in
21CME practices.

Differences

•
•

Creates vision for

•

Board wide focus.

current practices.

change only in small

•

Could incorporate restructuring

Expectation for action and

section of staff.

and informal networking and

Does not provide formal

other.

Requires restructuring of

participation in the change
process

•

•

opportunities to
collaborate, critical
reflect, and engage in
ongoing learning for
those who may need it
most.
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Resources

•

Planning time for

•

change leader, cost of
teacher coverage
•

Report
Articles making the
connections between
21CME and Indigenous
education
•

Living Schools
publication (O’Brien &
Howard, 2020)

•

21st century education
plans from various
provinces is Canada
(Government of Ontario,
2016; Alberta
Education, 2016)

•

Quinn et al.’s (2018)
Deep Learning: Engage

•

Significant funding for personnel

school day

•

Budget for Professional learning

No cost to the
organization

Jerald (2009)’s 21st
Century Education

•

•

Teacher time out of the

•

Individual members
purchase the resources
agreed upon

resources and tools for school

161
IPL and Living Schools

Informal

Innovation Consultant

(O’Brien & Howard, 2020)

networking

(HSB)

(SHS)

(SHS)
the World, Change the
World for each staff
member, a cost to SHS

•

See Appendix I for more
details
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Appendix F: Ethical Responsibilities Table
Ethical Responsibilities Table
Ethical Responsibilities
Ethical Responsibilities
To treat others with
• Dignity
as a Human
• Respect
• Kindness
• Care
• Compasstion
(Starratt, 2005; Cherkowski et al., 2015; Karakas & Sarigollo,
2013)
Ethical Responsibilities
• Represent the school and community
• Educate for the greater good
as a Citizen
• Honour community values
• Commit to Truth and Reconciliation
(Starratt, 2005; Cherkowski et al., 2015)
Ethical Respinsibilities as Adhere to
an Educator
• the eitheical guilines set by the STF
• Saskatchewan curriculum
• Minitsry of Education documents
(STF, 2019; SMoE & Duncan, 2021)
Ethical Responsibiliits as Provide
a Formal Leader
• Opportunities for educators to fulfil their duties
• Structures to support and foster approprite school cultures
• Collaborative opportunities for educators to learn
• Shared values
• (Quick, 2003; Shields, 2014)
Ethical Responsibilities
• Reach beyond self-interest
as an Educational
• Embrace humanity, citizenship, concern, care and
Leader
compassion
• Dedicate to life long learning
(Starratt, 2005; Cherkowski et al., 2015; Karakas & Sarigollo,
2013)
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Appendix G: Implementation Table
High Level Implementation Table
Strategic Goal: Authentically incorporating 21st century models of education into pedagogy to promote deep learning by
building higher levels of teacher efficacy and leadership through collaborative inquiry, professional learning communities, and a
transformation of culture.
Grassroots Led Kotter’s Stages (2014)
Priorities
Strategy
Actions
Responsibility
Timeline
Development
(3C’s) (Ibrahim,
2017)
Conscientization 1 A sense of urgency
Create urgency Target
Request
Change Leader, August/
in SHS
leadership
meeting with
school
September
Leadership
team and
Leadership
leadership,
2022
Team and
change
Team to
learning leaders
teachers to
champions
present OIP
provoke action
within SHS
2 Create a guiding
Create
Create an
Connect with
Change Leader, October
coalition:
Innovation
Innovative
Leaders who
school
2022
Innovative Learning Team to lead
Team of 5 – 6 are interested,
leadership,
Team (ILT)
this initiative
members from shoulder tap
learning
various
like-minded
leaders,
hierarchical
teachers, put
volunteer
positions
out a call for
teachers
teacher
volunteers via
email or in
staff meeting

164
Grassroots Led
Development
(3C’s) (Ibrahim,
2017)

Kotter’s Stages (2014)

Priorities

3 Develop a vision and Research,
strategy
gather data, and
create a shared
vision for SHS
in 3 – 4 years

Conciliation

4 Communicate
change plan

5 Empower action

Use data and
research to
create a
logistical,
communication,
and celebration
plan for new
school year;
communicate
and gain
support from
school
leadership
Enact
communication
plan, broaden
urgency, create

Strategy

Actions

Responsibility

Timeline

Analyze
current
research,
administer
surveys and
interviews,
and create
vision
Create specific
change plan
and
communicate
to school
leadership for
approval

Meet weekly,
create surveys,
interview
teachers,
compile data

ILT

September
2022 - April
2023

Meet with all
necessary
school (and
senior)
leadership to
present
findings and
change plan for
upcoming
school year

ILT, school
leadership,
senior
leadership

June 2023

Weekly PLC
meetings,
common prep
time among

Mandatory
PLC meeting
weekly,
monthly

ILT, SHS
teachers

August 2023
- onward
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Grassroots Led
Development
(3C’s) (Ibrahim,
2017)

Kotter’s Stages (2014)

Priorities

Strategy

Actions

PLCs, begin
Collaborative
Inquiry, gather
initial student
data

PLC members,
recognition,
Guidance, and
support
through
Collaborative
Inquiry

6 Generate early wins

Share PLC
visions, changes
to practice,
wins, and
challenges in
formal staff
meeting

7 Consolidate gains
and produce more
wins

Continue to
meet in PLCs
weekly, gather
and track
changes in
practice and

Provide time
within
traditional
staff meetings
to celebrate
the process
and gather
feedback from
teachers
Focus on
continuous
school and
culture
improvement

professional
learning time,
voluntary PLC
meeting during
prep time,
provide
ongoing
support,
resources, and
time
Allow for each
PLC time to
share and
celebrate
process with
leadership

Continue to
support PLCs,
be accountable
to members,
gather data,
celebrate wins

Responsibility

Timeline

ILT, SHS
Teachers,
school
leadership

November
2023

SHS Teachers,
ILT

April 2024
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Grassroots Led
Development
(3C’s) (Ibrahim,
2017)

Kotter’s Stages (2014)

Priorities

Strategy

student
achievement in
21st Century
competencies

Collaboration

8 Imbed into culture
and support new
ways

Add to the
Innovation
Team, continue
to gather and
act on data,
make changes
necessary.
Propose model
to HSD

Continue the
process with
PLCs, inform
new teachers
to school,
reassess vision
and goals.
Create
presentation
for HSD

Repeat stages 3 - 8
each school year

Continue
process with
repeating stages
3 – 8 each
school year.

Continue to
solicit
feedback from
teachers,
gather data of

Actions

and effort,
make changes
when needed.
Innovation
Team gather
data through
surveys and
interviews
Begin school
year with data
from following
year, revisit
and reassess as
whole staff and
PLC. Meet
with HSD
Superintendent
to propose
change process
for wider use
See above

Responsibility

Timeline

School
Leadership,
Innovation
Team, SHS
Teachers
HSD
Leadership

August 2024
– onward

School
Leadership,
Innovation
Team, SHS
Teachers

Reassess
April 2025
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Grassroots Led
Development
(3C’s) (Ibrahim,
2017)

Kotter’s Stages (2014)

Priorities

Compile and
analyze 3-year
data.

Strategy

student
achievement
in 21st century
competencies,
monitor
Collaborative
Inquiry
approach

Actions

Responsibility

Timeline

168

Appendix H: Solutions Resources Analysis
Solutions Resources Analysis
Kotter’s (2014) Establishing Urgency
Tasks

•

Use two-prong focus: Ministry of Education Documents and a
commitment to Truth and Reconciliation; SHS Students’ Future

Resources

•

Critical reflection on current practice

•

Professional learning on 21st century student needs and Living Schools

•

Planning time for change leader, cost of teacher coverage

•

Jerald (2009)’s 21st Century Education Report

•

Articles making the connections between 21CME and Indigenous
education (Munroe et al., 2013; Docherty-Skippen & Woodford, 2017;
Cajete & Pueblo, 2010; Lakehead Public Schools, 2019; Poitras Pratt et
al., 2018)

•

Living Schools publication (O’Brien & Howard, 2020)

•

21st century education plans from various provinces is Canada
(Government of Ontario, 2016; Alberta Education, 2016)

•

Quinn et al.’s (2018) Deep Learning: Engage the World, Change the
World a cost to SHS

Challenges

Potential

•

Teacher resistance

•

Lack of funding for coverage and books

•

Teacher resistance will be met with compassion and a strengths-based

Solutions

approach to reflecting on practice.
•

If funding is not available, internal staff coverage and publicly available
literature will be utilized

Appendix H1. Kotter’s (2014) Establishing Urgency: Tasks, Resources, Challenges, and
Solutions
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Creation and Goals of ILT
Tasks

Resources

•

Creation of a change coalition (ILT)

•

Data collection

•

ILT planning meetings

•

Creation of vision

•

Communication strategy

•

Ongoing ILT meeting space, cost of teacher coverage

•

Dedication of time, be it in the school day or personal time for
planning and meeting

•

Above mentioned literature

•

Funding for additional resources on effective data collection
strategies and communication strategies

Challenges

•

Funding for substitute teachers and resources

•

ILT’s possible lack of knowledge about the monitoring and
evaluation of data and communication strategies

Potential Solutions

•

If funding is unavailable, ILT can request internal coverage or plan to
meet outside of the paid school day

•

Additional professional learning options from 3rd party facilitators,
resources, or guidance by experts will fill the knowledge gaps on
these topics. This solution comes with financial requirements.

Appendix H2. Creation and Goals of ILT: Urgency Tasks, Resources, Challenges, and Solutions
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Collective Action
Tasks

Resources

•

Establishing PLCs

•

Teacher-centered professional learning

•

Goal setting

•

Celebrating wins

•

Monitor progress

•

Teachers will need professional learning on how to best work in
professional learning communities and their options regarding
teacher-centered professional learning. This will require time from
existing professional development days.

Challenges

Potential Solutions

•

Time within the week and day to collaborate with PLCs

•

Funding to support the celebration and recognition of achievements

•

Time for the frontloading of professional learning

•

A schedule that is not conducive to ongoing PLC collaboration

•

A lack of funding

•

If time is not available to frontload all necessary professional
learning on the process of this change plan, the learning can be
extended throughout the year, adding time to the four-year change
process

•

If scheduling is not supported, the ILT and change leader will meet
with school leadership and create an alternative meeting schedule

•

If funding is not available for celebration and recognition, other
avenues of recognition can be used, including a teacher buy in for
prizes, donations, or non-financed options.

Appendix H3. Collective Action: Urgency Tasks, Resources, Challenges, and Solutions
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SHS Cultural Change
Tasks

Resources

•

Continue with change and monitoring and evaluation

•

Adjust when needed

•

It is unknown what will be needed at this phase of the change plan,
as the ILT will be responding to the feedback given by SHS teachers
and leadership.

Challenges

•

Planning for resources and funding required

Potential Solutions

•

The ILT, once a cycle of monitoring and evaluation has been
completed, will have a strong sense of the immediate and future
needs of SHS teaching in their learning journeys

Appendix H4. SHS Cultural Change: Urgency Tasks, Resources, Challenges, and Solutions
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Appendix I: Knowledge Mobilization Plan
Knowledge Mobilization Plan for Cycle One of PDSA
Goal

Cultivate urgency and awareness of the problem and change process

Audience

Strategy/Target

SHS School

Proposal

1

Leadership
Presentation

1

Follow-up

1

Resources

Timeline

Evaluation

OIP, written proposal,

June 2022

School Leadership will agree with

school leadership,

the problems and the change plan

change leader

is approved

Meeting
Innovative

Meeting

2-3

Learning Team

OIP, SHS teachers,

August –

A change coalition is formed,

meeting room,

September 2022

targeted discussion, goal setting,

(ILT)

Workshop

1-2

computers

SHS teachers

Meeting

1-2

Meeting space,

May 2022 – June

Repetitive messaging for lasting

computers. SHS

2023

awareness, teachers attending

Workshop

1

teachers, ILT, resources

professional learning

optional PL meetings, increase in
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Optional PL

2-4

(articles, books, etc.),

conversations, monitoring

paper design time,

strategies

meeting time
Awareness

1

Campaign
(Posters,
emails,
announcements)
Students and

Website

1

families
Email

2+

Computer, admin

September 2023

Students and families have access

assistant staff, SHS

to important information about a

homeroom teachers

21CME and how they can support
these skills at home
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Goal

Celebrate and recognize teachers throughout the change process

Audience

Strategy/Target

SHS School

Emails

W

Leadership
Shoutouts

W

Prizes

Goal

Resources

Timeline

Evaluation

OIP, written ILT

Ongoing

School Leadership Create culture of

time, Staff

support: Teachers share their

meeting, monthly

colleagues and their own wins,

budget for prizes

congratulating each other, building

SM

relationships and collegiality

Communicate monitoring and evaluation results

Audience

Strategy/Target

SHS

Monitoring

School

Reports

5

Leadership

Resources

Timeline

Evaluation

ILT Time

Monitoring – Bi-

SHS leadership will have up to date

to compile

monthly

information regarding the engagement and

reports,
Evaluation
Reports

1/y

learning of teachers and students. Leadership

survey

Evaluation -

program,

Yearly

approves change initiatives for following years
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paper,
Meeting

A/N

leadership
time

SHS

Monitoring Report 5

ILT time

Monitoring – Bi-

SHS teachers have details on the process and

teachers

presentations

to compile

monthly

progress and allow for formal feedback

reports,
Evaluation Report
Presentations

1/y

survey

Evaluation -

program

Yearly

paper, staff
meeting
time
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Knowledge Mobilization Plan Legend
W

Week

Y

Year

A/N

As Needed

SM

Staff Meeting
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Appendix J: Compassionate Communication
Cultivating Compassionate Communication (Cuthbertson, 2021)
Tips for cultivating Compassionate Communication for internal, interpersonal, and
organizational peace:
•

Spend some time each day quietly reflecting on how you would like to relate to yourself
and others.

•

Remember that all human beings have the same fundamental needs.

•

Check your intention to see if you are as interested in others getting their needs met as
your own.

•

When asking someone to do something, check first to see if you are making a request or a
demand.

•

Instead of saying what you don’t want someone to do, say what you do want them to do.

•

Instead of saying what you want someone to be, say what action you'd like the person to
take, that you hope will help the person be that way.

•

Before agreeing or disagreeing with anyone's opinions, try to tune in to what they are
feeling and needing.

•

Instead of saying "No," say what need of yours prevents you from saying "Yes."

•

If you are feeling upset, think about what need of yours is not being met, and what you
could do to meet it, instead of thinking about what's wrong with others or yourself.
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Appendix K: Living Schools and SMoE Education Plan
The comparison of key Living Schools attributes against a 21CME and SMoE’s Education Plan
(O’Brien & Howard, 2020)
Section of Living Schools Attributes

21CME SMoE
2021/2022
Education Plan

Cultural Awareness of other’s worlds, views, and

*

identities
Building a trusting environment

*

*

Respecting Indigenous worldviews and traditional ways

*

*

of knowing
Ensuring teachers and students have voice and agency

*

Build meaning relationships

*

*

Commitment to equity, inclusion, and diversity

*

*

Risk taking

*

Collaboration

*

Holistic learning

*

*

Inquiry and authentic learning models

*

*

Land based learning

*

Prioritizing sustainability, happiness, and the well-

*

being of all

*

